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CHAPTER I 
STATEMENT QF THE PROBLEM 
1 • Purpose of' the Study 
From the earliest days of organized society, education 
of the young has been based on certain ideals or theories. 
In the primitive groups the rearing of the children was 
governed for the most part by the religious taboos of the 
group together with the qualifying necessities of physical 
survival. As we go through the pages of history we can see, 
along with the growth of civilization, the growth of thought 
the development of ideas, the definition of human goals. 
There began to spring up schools of thought around certain 
great thinkers who set forth in clear terms their theories 
of knowledge, their theories of metaphysics, and their 
theories of ethics. All these theories together made up 
the facets of the great thinkers' philosophies. Some of 
these philosophies faded away as their theories were dis-
proved or came into disuse because of their lack of meaning 
for life. Those that remain do so because they have signi-
ficance to our present=day culture. Education is the means 
of putting these theories or philosophies into effect, or 
proving their efficacy; thus, education should be the 
reflection of' a phil9sophy of life that is closely integrate, 
1 
•• 
•• 
with every concept of the culture. 
Since the beginning of our American school system, educa-
tors have sought in the many philosophical schools a philosophy 
that would be truly democratic, truly representative of the 
democratic way of life. Today we have on the American scene 
many philosophies affecting our educational system. But from 
the great variety of school practices, where no two schools 
seem to be doing the same thing in the same manner, it is quite 
1 
evident that there is no-~ underly'ing philosophy of education 
The importance of philosophy in education cannot be overempha-
sized. For every educator philosophic considerations are 
inescapable. His very work is based upon a goal. Thus the 
determination of what this goal should be is of the utmost 
importance. 
., 
.One of the many philosophies, the only one that is a truly 
indigenous American philosophy, is pragmatism. It has its 
basis in the common, everyday activities of the average America • 
It is a reflection of the practical outlook of the American 
people who want to lmow most of all, 11 Does it work?tt Much has 
been written on the application of pragmatism to edUcation. 
And it seems that many systems have accepted the aims and pur-
poses set forth in this philosophy. But have these aims and 
purposes been properly implemented, or have they just remained 
high-sounding theories, filed away, to be B~ought out for 
eouneil meetings and speech makings? 
.John Thomas Wah.J.quist, The Philosophy of American Eaueatien, 
The Ronald Press Co., New York, 1942,_ P• 3. 
2 
====4== ===- ·- .. ---=--===== 
-
--- -- -·--...-....-
It is the purpose of this paper to determine the influence 
of the philosophy of pragmatism on methodology.. In this way 
perh.aps it can be shown how closely school practices are related 
~· to a definite underlying philosophy. 
It is the opinion of the writer that the social studies 
,lend themselves particularly well to being analyzed with respect 
to the philosophy of pragmatism, because, by their very nature, 
they imply the importance of a social philosophy. 'Wesley says, 
nThe social studies teacher is inevitably guided by a eombina-
tion of a social and educational philosophy. It seems desirable 
that it be a consciously recogaized system of assumptions, 
attitudes and values rather than an accumulation of inconsistent 
2 
and unorganized ideas.n Thus, the writer will limit his study 
of methodology to the field of social studies. 
2. Definition of Terms 
The following terms used in this study must be defined so 
that their me:&lll:Ulg as used in this study will be clear. 
Philosophy.e-• The definition of "philosophy" as we shall-_ 
be interested. in the term is based on the problems with which - r---
it is concerned.. These problems are: (1) the problem of 
reality, which branch of philosophy is known as metaphysics; ---
(2) the problem of knowledge, this area being epistemology; _ 
and (3) the problem of value, this area being axiology.. Anothet ................ 
2. Edgar Bruee Wesley, Teaching Social Studies .!!! High Schools, 
D. C. Heath & Co., Boston, 1950, P• 11. 
3 
4 
branch closely related to epistemology is called the science of 
3 -
logic. The eombined answers to these problems make up a - -
formalized syst~m of philosophy. In addition to outlining 
-e philosophy'S component parts it is necessary to indicate the-
scope, purpose, and some important attributes of philosophical 1-· 
thought • .--
Wahlquist defines philosophy in a purposive way: u an 
4 
attempt to make ollr experience·intelligible." Such an attempt 
involves a sustained and cultiv,ated critical thinking. Thus~ 
one important attribUte of phiiosophic thought is that it must 
·be critical and profound. 
Finney defined philosophy :thus: 11 It 1 s that careful, 
critical, systematic work _5~f/the intellect in the formulat-ion 
of beliefs, with the aim o~ maki•g ~hem represent the highest 
degree of probability, in the f~~ of the -~act that adequate 
5 
data are not available for strictly delllonstrable conclusions. n 
Our specific concern will be that part of philosophy that 
can be applied to education. The scope of educational philo-
sophy is bounded only by the field of education itself. 
- .~_.,--
-------- .... _ 
Philosophy answers the que'S't ions, What, Why, When, Where, and 
How? of every educational situation. Therefore, it is conceiv-
able that one of the most important responsibilities of an 
3. James Donald Butler, ~ Philosophies .!m.Q.. Their Practice, 
Harper Bros., New York, 1951, p. 12. --
4. John Thomas Wahlquist, The Philosophy of American ~cation, 
Ronald Press Co., New York, 1942, p. 4. 
5. Ross H. Finney, A Sociological Philosophy of Education, 
The Macmillan Co., New York, 1928, P• 3· 
===#=========--=============~==--- --=1 
J 
educator is the formulation and implementation of a consistent 
philosophy of education. 
A pragmatic definition of educational philosophy is given 
6 
by John Dewey: 
"If a theory makes no difference in educational 
endeavor, it must be artificial. The educational point 
of view enables one to envisage the philosophic problems 
where they arise and thrive, where -they are at home, and 
where acceptance or rejection makes a difference in practi~e. 
''If we are willing to conceive education as the pro-
cess of forming fundamental. dispositions, intellectual and 
emotional, toward nature and fellow men, philosophy may 
even be defined as ~ general theory of education. Unles ~ 
a philosophy is to remain symbolic ~ or verbal = or a 
sentimental indulgence for a few, or else mere arbitrary 
dogma, its auditing of past experience and its program of 
values must take effect in conduct.'' 
Many other philosophers, however, feel that educational philo-
sophy is more than'this. Philosophy's comprehensive understand 
ing of reality, its wqrld view, when applied to educational 
practice lends direction and methodology which are likely to be 
7 
lacking otherwise. The problems which philosophy investigates 
. that have direet relation to education are: {1) the nature of 
eel·f: Is the self a physical, soeial, or spiritual unit? 
Answers to this problem will influence the teacher's attitude 
towards the pupil. (2) Purpose: Is purpose a reality or an 
illusion? If purpose has a basis in the real world, what 
speeifically are the purposes toward whose fulfillment indivi-
duals and. societies should strive? The answers here have 
e strong implications for educational objectives. (3) Based on 
i5. John Dewey, Democracy ~ Education, The Macmillan Co., 
New York, 1916, p. 383 
7. Butler, .212. ill·, p. 11. 
1 
' 
5 
the preceding two problems, philosophy has implications for the 
educational process itself. If the pupil is a biological unit 
only, then the educating process will be purely natural; but if 
~ the pupil is a spiritual being, the process of education must 
be refined so that pupils will be treated as personalities not 
mechanisms. 
8 
Brubacher considers the scope of educational philosophy 
as being covered by answers to the following questions: What 
is its content and its· method of solving problems? What can 
the teacher accomplish by approaching problems of his professio 
philosophically? 
9 . 
According to Thomas Briggs-, philosophy in its essence is 
merely an organized and con.sistent body of principles funda-
mental to clearly formulated ideals. With specific reference 
to an educational philosophy, he feels that in order for an 
educational philosophy to be of any value, it must be well 
defined, coherent and articulate; it must be soundly based on 
facts and on faiths; it must be comprehensive enough to cover 
every conceivable situation; but, above all, it must be pragm.a-
10 
tic., Since this paper is chiefly concerned with the philosop y 
of pragmatism, the definition of philosophy as set forth by 
Thomas Briggs, being summarizing and functional, will be the 
point of departure -for future discussions in this study. 
8., Johns. Brubaeher, noompa.rative Philosophies of Education," 
Phil.osoph1e.s of Education, Forty-first Yearbook, National 
Society for the Study of Education, 1942, p. 293. 
9 .. The>mas H. Briggs,· Pragmatism and Pedagogy, The Macmillan Oo,. 
New York, 1940, p .. 14. 
10. Ibid., p. 25. 
1 
' 
6 
r 
... ~-----'-________ .:;.._ __ _ 
........ 
Methodology.-:--- According to the Dictionary. of Education, 
• 
the term 11 methodologyn refers to nthe science of' methods or 
principles of procedure; the theory of the nature, place, and 
-. kinds of method used in teaching;· attention to method; procedur ~ 
according to method." What, then, is -method? Method may be 
regarded as a procedure or process whose successfUl completion 
results in learning, or as the means-through which teaching 
e 
12 l3 
becomes effective. Kilpatrick gives a pragmatic definition 
.,The problem of method is exactly the problem of providing such 
conditions for le.arning as give the right kind of practice for 
learning." 
The complexity and encompassing nature of method, as 
e-videnced by the faet that it is interwoven with objectives, 
with pupil maturity. with material aids, with the· competence of 
14 
teachers, with the social setting, with the selection, 
organization, and grading of materials -- with every factor in 
the educative process, makes it one of the most fundamental 
15 
aspects of education and the c.ent;ral problem or teaching_. ,A~ 
. 16 
Kilpatrick. says, t1Method (is) much more than a question of' 
how a child best learns any one thing. Method must look fUr-
ther. In particular, the broader outlook upon method asks how 
11. 
12 • 
13. 
14. 
15 .. 
16. 
Carter V. Good, ed.., Dictionary of Edueati.QB, McGraw-Hill 
Book Co., New York, 1945$ p. 259. 
Wesley, .21?• eit., p. 421. 
. William Heard. Kilpatrick, Foundations of Method, The Mae-
mlllan o·o • , New PYork, 1925, p. 6 ,. 
Harl H. Douglass and Hubert H. Mills, Teaehing in High 
School, The Ronald Pre-ss. Co., New York, 1948. p. 55. 
Wesley, .212• eit., pp. 422-427 
Kilpatrick, o:e~ oit., p. vii. 
7 
the ••• teacher shall so manage the total situation confronting 
the living child as to call out the most and best of all his 
inner resources and how then to guide the ensuing experience so 
e that the aggregate learning results of knowledge, attitudes, 
habits, and skills shall be beat.u 
Method, then, is the basis of pedagogy, the art and .scienc 
17 
of teaching. In fact, method is the way of teaching (to 
teach is to use method), so it becomes the implementation of 
teaching; thus, it seems that methodology, the science of 
method, and pedagogy, the science of teaching, are in essence 
18 
the same. 
The importance of method cannot be overemphasized. It is 
the means by which theories are put into practice. It is the 
means by which a philosophy of education is brought into living 
19 
reality. It is the fundamental problem of philosophy. 
Philosophy and method, or theory and praetice, are inextricably 
interrelated. It is on philosophy that the art of educatien 
must wait for a design of action. Conversely, educational 
philosophy, whose solutions can be achieved only in action, 
will have urgent need for the art of education. _ Philosophy 
11. tiPedago.gy should be the most pragmatic science in the world 
••• We shall not take time to enter into the old debate as 
to whether pedagogy is_ a science or an art • It ought to 
Q.e ·both, but it must be a science, soundly based on an 
ae.ceptable philosophy·." Briggs, op. eit., p. 4. · 
18. John .6. Brubacher, Modern Philosophies sr Education, 
McGraw-Rill Book Co., Inc., 1950, p. 15. 
19. Johlil Bewe-y, ~- PlailGsophi .Q! John Dewe'!, JCDseph Ratner, ed , 
H~ Holt and Co., New York, 1928, Introduction, p. 240. 
8 
cannot bring its theories into existence merely by thinking 
them. Thus, the art of education ean do, and in doing, can 
make a laboratory where philosophical distinctions can be 
20 
empirically te_ated. 
SociaJ. Studies.-- Since its emergence as a field after 
21 
1916, the term "social studies,t' because of its encompassing 
and emotional connotations, has often been misunderstood and 
misused both within the teaching profession and beyond it. 
"Social stud1es11 ·has been used as a synonym for social problems 
as a label for social legislation, as referring to social 
service and social welfare, as an antonym of history, and as a 
22 
. label for a method of! organizing teaching materials.. All 
sueh uses and conceptions of the term are erroneous. 
There also has been a tendency to confuse "social studiesn 
· with "social science," primarily because they both deal with 
human relationships. However, the difference lies in their 
standards, purposes, and types of materials. The social 
sciences embody scholarly materials and are the products of 
23 
research, thought, and experience; whereas, the social 
studies are those portions of the social sciences that have 
been selected and simplified for instructional purposes. 
l 
20. Brubacher, Modern Philosophies of Education, p. 15. 
21. Edwin R. Carr, Guide· to Reading for Social· Studies Teacher.§ 
.National Council for the Social Studies, Washington, D. C., 
1951, p. 90. 
22. Edwin R. Carr and Edgar B. WeSley, usoeial ~tud1es," 
Encyclopedia. of Educational Research, Walter Monroe, ed., 
The-Macmillan Co., New York, 1950, p. 1214 
23. Wesley, 1!!2• ill•• P• 35. 
9 
Through the efforts of various educational organizations the 
quest.ion of terminology- has been more or les-s settled, but 
there are still several instances in the literature where the 
24 
two terms are used interchangeably,. Nicholas Murray Butler 
uses the term social _science to mean social studies when he 
says: · 
ttThe social sciences represent a reflection and 
an expression of our modern corporate self-consciousness. 
The social sciences are, so to speak, society at a 
looking glass. We ~ish to see the wheels go round, to 
have s0me adequate and persnasive explanation of the 
processes of social change and social adventure that 
are going on before our very eyes.u 
Some educators feel that the -vagueness in the term u social 
25 
studies" is a fortunate situation. Hemming, in defining the 
term, says, "Different people mean different things by social 
studies, because, fortunately, exact scope and function h~ve 
not been standardized. tt 
Another erroneous use of the term tt social studies" wa.-s -its 
use to designate fused or integrated courses, thus implying 
that the only fUnction of the term was to label a particular 
26 
type ef organization for teaching purposes. 
Ho~ever, it is the majority opinion among the educators 
that all these erroneous uses of' the term are rapidly disap-
pearing, and the If social studies" have come to mean a field 
composed of such subjects as economics, sociology, geography, 
24 .• Nicholas Murray Butler, Intr-oduction to TeaehiEg the Social 
Studies, by Edgar Dawfi!on, the Macmillan Co., New York, 
1921, pp. v1i-v11i. -
25. James· Hellllll1.l!g, The Teaching of Social Studies in Secondary 
Sehoe·ls, Lengmans,-Green, New York, 1949, p. 3 •. 
26. Wesley, .Q.E • ..21] .. , p" 36" 
10 
civics, and history. They constitute that field whose content 
deals- directly with human relationships. All eubj ects presum-
ably meet human needs and eo have social purposes, but only in 
e the .social -studies is the content as well as the purpose social 
The term 11 social studiestt refers to a field and not a subj eat 
and emphatically does not referto a particular kind of organi-
zation. Nor can the term properly be limited to any scheme or 
27 
type of fusion or integrat-ion. 
Secondary Schools.-- There are different practices in 
different parts of the country with respect to division.of 
grades. The most common are the 6-3-3 division and the 8~ 
division. For the purposes of this study the term n secondary 
schools 11 will refer to grades 9-12, unless otherwise -specified. 
Course of Study.-- This term is sometimes incorrectly use 
as a synonym for 11 curriculum. tt In this paper the writer will 
2 
adhere to the definition given in the Dictionary of Edneation: 
"Strictly an official guide prepared for use by 
administrators, supervisors, and teachers of a particular 
school or school system as an aid to teaching in a given 
subject or area of study for a given grade, combination 
of grades, or other--designated -class or instruction 
group." · _ 
A course of study usually includes the aims of the course, -from 
which can be discerned the underlying philosophy if any, the 
$COpe and nature of the materials to be studied with suggestion 
as to suitable instructional aids, textbooks, supplementary 
- reading, activities, teaching methods, and measurement of 
achievement. 
2T.,.Garr and We-S:l-ey, _sm. cit., p. 1213. 
28. Dictionary of Education, p. 109 
1 
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3. Organizaticn. of the. S:tud.y 
Prap;m.at.i..sm,.-~ It is p;t:>OPOE?~<i in thi~ study to make a 
survey of the history and development of the philosophy of 
pragmai?ism. from the ancient Gre.eks to Charles Sanders Peirce-
29 
who gave pragmatism its name. The· writer feels that such a 
survey is significant, because it will anchor pragmatism in 
civilization and answer the jibes that pragmatism is an upstart 
in the field of philosophy and, in fact, no philosophy at all. 
The writer will show inherent pragmatism in the philosoph~ 
of Heraclitus and the Sophists, will give a brief analysis of 
the philosophies of the British empiricists, the French posi-
ti vista, and the Teutonic school to show evidences of pragmatie n. 
A review of the growth of philosophy in the United States will 
be made, revealing the evidences of a pragmatic philosophy in 
such people as Franklin, Jefferson, .and Emerson. Finally, a 
study will be made of Charles Sanders Peirce, William James, 
and John Dewey, who are the embodiment of the actual birth and 
growth of the philosophy of pragmatism. 
A detailed analysis of the philosophy of pragmatism will 
'-,_ 
be made under the headings of the four major problems with 
which philosophy is concerned: -(1) epistemology, (2) meta-
physics, (3) logic, and. (4) axiology. From this analysis, the 
writer will summarize the pragmatic concepts of greatest signi-
ficance to education. A discussion will follow on the actual 
29. Radoslav A. Tsanoff, The Great Philosophers, Harper & Bros., 
New York, 1953, p. 60~ 
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teaching methods and procedures which exemplify the pragmatic 
p~ilosophy. 
Methodology.== The study of the methods currently in 
practice in the teaching of social studies on the secondary 
school level will be made by a survey <i>f outstanding textbooks 
on the teaching of social studies, of educational periodicals, 
. 30 
of various curriculum guides, and of.state courses of study. 
From this survey the writer will endeavor to summarize the 
current methods of teaching social studies. Of course, such a 
summary can be considered conclusive only so far as the data 
collected here shows. There are many other factors to consider 
such as the actual implementation of these methods by the in-
dividual teacher, but these factors cannot be considered within 
the limite of this paper. 
This projective, rather than conclusive, summary will be 
evaluat$d in accordance with the pragmatic concepts set forth 
in the first part of the study to see what is the influence of 
pragmatism on social studies methodology. 
4. Areas for Further Study 
This study can be only a step in answering the question 
as to which philosophy is the most influential in the school 
' 
systems of the present day. However, it is a beginning, and 
perhaps others may find the problem of enough interest to make 
a study of other philosophies in a similar manner with referanc 
to other subject fields. 
30 .. See list of textbooks, periodicals, guides, 
13 
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CHAPTER II 
THE HISTORY AND DEVELOPMENT OF PRAGMATISM 
1. Early Greek' Influences 
Pragmatism is admittedly a.d.istinctly modern American 
philosophy, born and raised in the soil of American minds; but 
it did not spring from the American mind like Athena from the 
mind of Jupitero It was conceived anQ.. born like a human being 
who has roots in the past, a heredity as well as an environment 
Some of these roots can be traced back to earliest philosophi-
cal thought.. Pragmatism oan be traced as far back as the early 
Greek philosophers, the most notable in this regard being 
1 
Heraolitus and the Sophists. There are indications of prag-
matism among other ancient philosophers, some of which will be 
mentioned, but the emphasis in this section will be placed on 
Heraclitus and the Sophists, as exemplifying the earliest 
appearances of beliefs found in the pragmatism of today. 
Before turning to these early Greek philosophers, in try-
ing to und.erstand the background. of pragmatism, it may be ~ell 
to give a general overview of th~? meaning of pragmatism. 
Pragmatism is a method of thought in which stress is laid upon 
2 practical resUlts as standards in conduct. According to this 
1. :Butler, .212. cit., p. 395. 
2. Wahlquist, .QE• cit., p. 71 
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view, the truthfUlness of an idea is to be determined by the 
consequences accruing when the idea is put to a practical test. 
3 
Dewey, pragmatism's most illustrious sponsor, tells us that: 
"Its (pragmatism's) essential feature is to maiE.tain 
the continuity of knowing with a.n activity which purposel~ 
modifies the environmeRt. It holds that knowledge in its 
strict sense of something possessed consists of our 
intellectual resources--of' all the habits that render our 
action intelligent. Only that which has been organized 
into our dispositions so as to enable us to adapt the 
environment to our needs and to adapt our aims and desireE 
to the situation in which we live is really knowledge." 
To orient pragmatism in the field of education, in generaJ, 
it is the doctrine that views the child as a changing, growing 
personality and considers learning and teaching as processes o.f 
communication and participation that promote the reeonstructtor 
4 . 
of experience. 
With these few statements concerning pragmatism in mind, 
let us turn to the ancients' for evidences of this philosophy. 
Heraclitus.-- Heraclitus (aQout 544-484 B~G.) was among 
the most brilliant of all the Greek philosophers. In him we 
find the germ of some of 1'he most revolutionary modern theorie!!, 
such as relativity, the identity of opposites, and the belief' 
5 
that change governs all things. All that we know of his 
ideas comes to us by way of a few fragments of his own writing 
and references to him by others, particularly Plato and Aris-
t'0tle. Although it does not fUlly represent his philosophy, 
3. John Dewey, Democracy and Education, The Macmillan Go., New 
York, 1916, p. 40o. . 
4. Dictionary o:f Education,_ p. 304. 
5. Frederick Mayer, A History of Ancient and Medieval Philo-
sophyt American Book Go., San Francisco 1 Calif., 1950, 
:p. _34. 
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this discussion will be limited to Heraclitus' concept of 
change, which is considered to be one of his most distinguish-
ing marks, and is the strain of thought modern pragmatism holds 
\_) in common with him. 
According to Heraclitus, the universe is in a constant 
process of change. Thus, life is dynamic, vibrant,· dominated 
6 7 
by motion and change. This change produces an t'identity of 
7 is 
opposites": Th:tr.e;1.igb.t only because there is darkness; we 
appreciate summer because there is winter; we value goodness 
because there is evil. But these opposites did not appear to 
him as ultimately separat.e forces, entities, or ~tates opposing 
one another, but constituted for him appearances which pass intc 
one another, changing and becoming their opposites, earth becom-
ing water, water becoming· soul, day becoming night, and night 
becoming day. Thus, the apparent forms which are in evidence 
in the world about us were not abiding realities for Heraclitus; 
they were stages in the process -of eternal change pervading all 
8 
things. Reality, then, was the constant nux and movement by 
which perceptible uhings change and become so~ethiag different. 
The spirit of Heraclitus - hie realization that n0~aing 
remains at rest and that-conflict governs all progress- had an 
important impact on all philosophy following him, down to the 
present day. Heraclitus' identity of oppo·sites can be compared 
with Dewey 1 s labor and leisure, the intellectual and the practi-
~~~----------· 6 • Mayer, sm • cit • , p • 36 
7. Ibid.., 
8. Butler • .212. ill·, p. 396 
16 
II . __ 
.... ~J,~ 
-~ 
,. 
cal, the physical and the social, the individual and the 
9 
world. The most important observation with regard to a com-
parison between the philosophy of Heraclitus and the philosophy 
of pragmatism is that the concept of change is fundamental to 
both. In both philosophies reality is not described as a sub-
stance which has some kind of solidity or dependability; 
instead, it is a constant flux, like the ever-changing waters 
of a river. 
The Sophists~ the Concept~ Doubt.~- The Sophists of 
the 5th century B.C. arose in a period when the main interests 
of society were secUlar and realistic. They filled the need 
for teachers of the new sciences and rhetoric to sons of the 
new rich merchant class who were willing to pay for such ser= 
vices. The Sophists attaine~reat fame throughout Greece for 
10 
their teaching and rhetoric; however, they have been regarded 
with disfavor by philosophers, mainly because of the sharp 
attacks leveled against them by Plato and Socrates. We are led 
to believe that they degraded education and philosophy; that 
they sold their wisdom for material gain; and that they were 
ready to help any side regardless .of the justice of its argu-
11. 
mente. These·views are extremely one-sided and unjustified. 
12 
As Butts says, "The Sophists were both good and bad in their 
effeot ••• When their 'practical' teaching concerning citizenship 
9. Dewe-y, Demeeracrx and EdUcation. 
10. Butler, ~· cit., p. 398. 
11. Mayer, .QJ!·· cit., p. 86. 
12. R. F. Butts, A Cultural History of Education, The McGraw-
Hill Book Co., New York, 1947, p. 37. 
17 
was grounded on ethical common sense, it was beneficial; but 
when i,t approached opportunism, it tended to undermine the 
democratic way of life~-' Much of this disfavor stemmed from 
the beliefs of the Sophists, the practice of which was not 
approved at that time. Their so-called insincerity was the 
companion in practice of the belief wh.1eh most closely compares 
with contemporary pragmatism. They were torn between the total 
13 
change of Ileraclitus and the total unchange of Parmenides, 
which contr.ad1et1ons caused them to feel th.at nothing could be 
certainly known to_ be true until it became their key oonvietio e 
Th.us, they became skeptics and agnosti,cs. 
Their positive contributions were a stimulation 
ment of Athenian law, a refinement of' the art of rhetoric, 
popularization of new·scientifie ideas in education, and, above 
all, their servi.ees to social philosoph.ye They made the prob-
lem of democracy, totalitarianism, and tyranny of increasing 
significance in phi1oeopb.ical disputes. In general, the 
Sophists reversed the emphasis of philosophy from the universe 
to man, thus stimulating ethics. In tearing down established 
beliefs, they promoted a healthy skepticism regarding the 
existence of absolute ethical ideals. They were not interested 
in explaintng the fUndamental nature of the universe, for their 
own interests were empirical and down-to-earth. tt In their 
outlook'""dl111fe they were pragmatic, concerned with cons,equenee 
18 
and with rttnetional resUlts rather than with absolute max~s 
14 
and absolute standards."· 
Thus, it can be seen, the Sophists taught a lesson to the 
succeeding ages: that the fundamental problem of thinking is 
not nature but m.!!!• They prominently raised the p:reblem of 
social ethics. The questions they asked are still being asked 
today. We still discuss the relativity of moral standards, ana 
still debate the problemof ends versus means in ethics. urn 
the Sophists we· find the seeds of many modern philosophical 
. 15 
movements, including .... pragmatism. u 
How much of the philosophy of the Sophists is evident in 
the philosophy of pragmatism? With respect to agnosticism, 
Dewey's variety of pragmatism is equally distrustful of know-
ledge. Protagoras, ome of the most famous Sophists, aceepted 
Heraclitus' concept of change, from which he defined knowledge 
as sense perception - a result of stimulus provided by nature 
16 
and response made by man. This definition shows the essence 
of another important parallel between the two philosophies. 
Dewey, using sense perception as a point of departure, regards 
hypotheses tested by expeFi~ent as being the nearest approach 
17 
to knowledge which is available to man, thus substituting 
tested hypotheses for Prot agoras' sense perception, and giving 
a. wider range to kno.wleage. 
14. Mayer, Jm• .£.!1., p. 83 (italics supplied). 
15. ~., p. 88. 
16. Ibid., P• 90. . 
17. John L. Childs, Education~ the Philosophy.~ Experimen-
talism, The Century Company, New York, 1931, P• 105. 
19 
The Skeptics .!-lli! Searching_ Crit1aism.=.;,. An.though it has 
been the custom of' many h.isto-riaills. of' .Greek philosophy-to neglee 
the concepts of' Skepticism, thinkers like Oarneades and 
18 
Aenesidemus compare very f'avorably with Plato and Aristotle. 
They are considered as representatives of a decadent philosophy 
which was destructive and relativistic, but an objective 
examination of the skeptical philosophy. shows that what it 
lacked. in speculative- boldness, it made up in profound and 
searching criticism. Herein lies its significance f~m the 
standpoint of modern pragmatism, which likewise is based on the 
method of doubt and which is suepiciou~ of any absolute f'ounda-
19 
tiona. 
2. The British Empirical Influence 
Signs of pragmatism reappeared on the philosophical scene 
following the Renaissance, when the systematic philosophical 
achievements of the _17th century emerged from the adventurous, 
independent, and fertile but unsystematic mind of the Renais-
sance. The beginnings of a new world outlook tending towards 
modern science and the philosophy emanating from modern seience1 
20 
eame with the work of Oopern1cu.s, Kepler, and Galileo. The 
.. 
discoveries in astronomy tended to discredit the .Aristotelian-
biblical cosmology, whose deductively arrived at conclusions 
18. M. M. Patrick, The .Greek Sceptics, Columbia University 
Press, NewYork, 1929. 
19. Mayer, .!B.• cit., p. 261 
20. Edward H. Reisner, "Philosophy and Science in the Western 
World, 11 Philosophies of Education, Forty-first Yearbook, 
National Society :for the Study of Education, 1942, pp.l6-17 
20 
were shown unsound by use of direet observation and experimen-
tation. ·Isaac Newton and his theory of gravitation further 
21 
discredited this. In the long view the progress of philoso-
·- phia tb.ough.t in the me>dern wor~d has not lain with the. phil;.,o-
eophers at all, but with the scientists who provided the 
philosophers with the new data and new fundamental asstunptiona. 
Thus, Dalton, Lavoisier, LaPlace, Lyell, Liebig, Darwin, Pasteur-, 
and Curie have actually. been more important in establishing a 
new world outlook than have the technical philosophers who make 
22 
up the subject matter of the histories of philosophy. However-, 
it is the problem of this section to trace ·the roots of prag-
matism as a philosophy, so, bearing in mind the importance of 
the scientists as an influence, we shall trace this influence 
through the minds of the philosophers. 
Two schools arose, stemming from two different methods of 
solving the basic problema of knowledge. One was the deductive 
school followed by the mathematically-minded rationalists such 
as Descartes, Ettnoza, and Leibniz. The other was the inductive 
or experimental school, which involved reliance on carefully 
organized data of experience. The latter method gave rise to 
the philosophy of the British empiricists.· Pragmatism has 
·~ 23 
'"-definite roots in· the~.~ritish"empirical philosophy. 
Francis Bacon (1561-1626) 1!!!Q. the Scientific Method.--
Francis Bacon was a pioneer in the-·f'iel"d of scientific method 
21. ~bid., p. 17 
22. Ibid., p.l9 
23. Tsanoff, .21?.• c~:t., p. 264 
21 
and chiefly concerned with the disabilities of the human mind 
that stand in "the way of the achievement of knowledge. His 
·'-~ifeat work, !iQ~ Organum, which set f"rth the bad knowledge 
habits of man, was so penetrating and revolutionary that its 
influence was felt centuries after. The purpose of this work 
was to replace Aristotle's deductive logic with an inductive 
logic which has its beginning in observation of things as they 
24 
are. Of even greater interest to pragmatism is Bacon's 
burning faith that human life could be transformed by the 
application of science to the needs of men. To him the chief 
motive for studying Nature was not intellectual'satisfaction or 
spiritual expansion but praot.ica.l power. It is beeause of this 
humanistically u-tilitarian vision of Bacon • s that he may be 
25 
called a forerunner of pragmatism. In his New .Atlantis he 
sets forth his pragmatic ideal - a description of a strange 
26 
nation located in the then unknown South Pacific. While 
inductive method is by no·. means identical with pragmatism, 
it occupies an important place in that school of thought. 
27 
Dewey, himself, acknowledges this aspect of Bacon: 
11 
••• his acute sense tnat science means invasion of 
the unknown, rather than repetition in logical form of 
the already known, makes him .... the father of induction. 
Enci.lesa and persi.stent uncovering of facts and principles 
not known--such is ;t.he true spirit of induction.•• 
----.,_ . 
~ ....... 
-::,.--;:::---.._-~-::::-......_ 
24 •. Butts, ~·"cit., p. 248 '-· . 
25. Wm. Pepperell, -Great Visions .Qf Philosophy, The Open Court 
Publishing Co .. , LaSalle,- Illinois, 1950, p. 285. 
26. Butler, .QE. cit., p. 403 
27. John Dewey, ReconstructiQn in Philosophy, Henry Holt & Co., 
New York, 1920, p. 34. 
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Bacon's use of science as a guide to the management of society 
was anticipatory of the social emphasis of pragmat_ism. Here 
28 
again Dewey claims relationship: 
nwhen William James called Pragmatism a New Name for 
a.n Old Way of Thinking, I do not know that he was thinkine 
expressly of Francis Bacon. bttt so far as concerns the 
spirit and atmosphere of the pursuit of knowledge, Bacon 
may be taken as the prophet of a pragmatic conception of 
knowledge."_ .... 
Thus we see that in his vigorous promotion of experimental 
science, Bacon prepared the way for the development of modern 
pragmatism. 
John Locke (1632-1704) and the Concept 2f Experience.--
Bacon prepared the way for John Locke•s more systematic philo-
sophy of experience. John Loeke is considered a leader in the 
liberal movement that was to reconstruct social-political order 
29 
on both sides of the Atlantic. He is the most widely influ-
ential philosopher of English speech and is considered the 
30 
prophet of liberalism. His Essay Concerning Human Understand~ 
ing undertook to establish the doctrine that\ all kn0wledge that 
is worthwhile is derived from experience and to show how in 
particular our various ideas have been derived. In~ 
Thoughts Concerning Education the empirical philosophy of Locke 
opened the .way for more attention in educational methods to the 
development of all the senses of the child, and popularized the 
famous conception of education.~~ :iJhe achievement of "a sound 
28. ~., p. 38. 
29. Tsanoff, .2J2• eit., P• 344 
30. Montague, .212. cit., P• 298 
23 
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·' introduce the experimental method of' reasoning into moral 
33 
subjects." He extended Locke's analysis of the concepts of' 
mind and matter. Locke ,said we believe in matter although we 
. 
know nothing about it$ therefore, knowing at least as much 
about spirit, which is exactly nothing, there is no less warran 
for positing the existence of _sp;rit. Hume, in his extension, 
got a double skepticism: there was no warrant in experience fo' 
John Locke$ ~ Thoughts Concerning Education, 
Co., New York, 1904,. p. 29.. . .. 
31. The Macmill !m 
Reisner, ~· cit., p .. 20. 
Tsanoff, ..QR• cit., p. 377 
24 
pretending that we know anything really about either mind or 
matter. All we have is a series or sensations and images ex-
'aRding into meanings and theories which go way beyond anything 
34 
the data justify. He had no solution to this paradox. Based 
on this paradox, Hume' s · general conclusion is that n all our 
reasonings concerning causes and effects are derived from 
35 . 
nothing but custom." In place of the causal necessity and 
uniformity in nature on which physical science insists and 
proceeds, Hume recognized only the strong, customary propensity 
of our minds to associate ideas which have been constantly con-
joined in our experience. The philosophical result is skeptic-
ism regarding the objective validity of any alleged universal 
36 
law in science. 
Hume's principal influence in the history of philosophy 
has arisen from the radical empiricism of his theory of know-
ledge, especially in the reaction it evoked from Kant. Wood-
37 
bridge Riley, in his relation of pragmatism to empiricism, 
says that there is a great resemblance between the arch-skeptic 
(Hume) and the modern sophist {pragmatist), especially with 
· throw 
regard to H~e • s a:tta.ck on 1ntelleotua~1.sm and his advice to I 
metaphysics to the fl8.1Iles. This fact is particularly so in the 
pragmatism of James. Just as James used theories as shortcuts 
34. 
35. 
36. 
37. 
Reisner, .212• ill·• p. 21 
David Hume, ,!.Treatise .Q! Human Nature, (ed. by L. A. Selby· 
Bigge), Clarendon Press, Oxford, England, 1896, p. 183 
Tsanoff, .QR. cit., p. 380 
Woodbridge Riley-,· American Thought, Henry Holt & Co., New 
York, 1923, p. 322. 
25 
r 
to reality and advises us to aet as if this and that were true, 
so Hume uses belief to bridge over difficUlties and asks us to 
invent such a notion as causality as a sort of fictitious glue 
38 
to bind the cosmos together • 
. ' 
~·Stuart Mill (1806-1873) and Experimental Logic.--
Just as a parallel can be drawn with the earlier English 
empiricists, so C§U a parallel be drawn with the later ones, 
wqich 
among/stand forth John Stuart Mill and Charles Darwin. The 
familiar phrases =- adaptation to environment, struggle for 
existence, survival of the fittest -- are the very watchwords 
39 
of the modern practicalism known as pragmatism. The :relatioiJI-
ship between Mill and William James is evidenced by James' 
dedication of his work on pragmatism to Mill as one "From whom 
I :first learned the pragmatic openness of mind and whom my 
40 
:fancy likes to picture as our leader were he alive today." 
Mill's philol3ophical contributions were of prime impor-
tance in liberalizing logic, ethics, and political economy, 
but his closest associations with pragmatism are his experi-
mental logic and his utilitarian ethical view, which can be 
ealled utilitarian altruism, and, according to Tsanoff, has a 
direct empirical basis. Especially does his application of 
4'" 
ethical principles to social problems show a root of pragmatism r. 
38. Riley, .QJ2• cit., P• 322 - --......._ 
39. Ibid .. , P• 322 
40. William James, f]:agmatism, 
1948. - -. 
Longmans Green & Co., New York, 
41. Tss.zw:ff; .QJ2. cit., p. 549 
r 
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Charles Darwin (1809~18S2) ~ Evolution.-- .Although 
others had previously applied the fUndamental idea of eveltttion 
Charles IDarwin sought to explain the origin of species in 
natural-cattea.l terms. By the carefUl collection of data, 
Darwin showed the evolution of certain speeies and set forth 
his theory that all species of living things upen the earth had 
4~ 
come fro~ some distant unicellular ancestor. While much has 
been learned about heredity since Darwin's day, this theory 
substantially as he proposed it, has been generally aeoepted 
and enters into the experience of every educated modern person. 
This theory of evo-lution strikes at the roots of man's whole 
43 
interpretation of the world and its meaning. The reason lies 
in the doctrine of natural selection: instead of man being the 
product of divine foresight he was the result of a natural pro-
cess which was not only blind but brutal. The conclusion seeme 
inescapable that God either did not exist or that he was help-
44 
less. The concepts of mind and matter came in for revision. 
Darwin's theory exploded Aristotle's concept that matter was 
inert stuff, and the mind became recognized as a runction of 
biological survival. Thus, man's mind, in eommon with that of 
all animals, is a bioleg1eal phenomenon performing a biological 
funetien. Recognition of this fact makes the problems of 
42. Reisner, .2J2• ill·, p. 26 
43. Walter G-. Muelder and Laurence Sears, The Develepment af 
American Philosophy, H9ughton-Mifflin Co., Boston, 1940, 
p. 191. 
44. Ibid. 
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epistemology the subject of scientific description and they 
45-
oease to be metaphysical puzzles~ Also, the concept of 
truth gets a new orientation. Truth is no longer a relation-
ship which describes sucees~in putting individual units of 
discourse into more comprehensive conceptual classifications, 
but one which describes success in eliminating stoppages en-
countered in an ongoing experience. The problem of ethics is 
likewise changed by the new description of mind. The concept 
'-
of the ngood11 is placed stta:uarely within the area of experience. 
It is no longer in any sense a successful reproduction in human 
conduct of an ideal. pattern of the "goodu which exists in some 
way independent of the efforts of human beings. Ethical values 
are a function of experience -- not a derivative from some 
46 
transcendental concept of the "good!' 
47 
Kilpatrick, in explaining the effect of Darwin on prag-
matism, said that Darwin in particUlar brought about the transi-
tion from a statio to a dynamic understanding of life, that he 
opened the closed areas of psychology, morals, theology, and 
philosophy to the scientific method. William James followed 
Darwin by changing the study of psychology from its prior statue 
of umental philosopb.y11 to its present status of a. science-in-
the-making. To go one step further in pragmatism, Dewey, makine 
45. Reisner, ..QJ2.• .2ll•, p • 27 • 
46. Ibid., pp. 28-29. 
47. William Heard Kilpatrick, "Dewey's Fhilosoph.y of Education," 
Educational Forum, 17:143-54, January, 1953, p. 144. 
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use of James' psychology, undertook to carry this method of 
. . . 48 
science into philosophy proper. 
In a brief overview of the philosophies of the British 
empiricists, it eSJ.'l. be seen how close an affinity there is 
between the British empiricist and the American pragmatist. 
49 
Riley goes so far as to say that pragmatism might almost be 
called AnglCi>-.Americanism. However, it is much more than this, 
as will be shown as the chapter progresses. 
3. The French Positivist Influence 
Augus• Comte (1798-lBSZ).-- Another evident European in-
fluence on pragmat-ism is the positive philosophy of Auguste 
Comte. The substance of his philosophy lies in his positive 
scientific method and its ·application to the interpretation of 
man and society. In other words, Oomtism is the philosophy and 
50 
religion.of sociality. In Comte's judgment, the study of the 
evolution of ideas -and of men's progress toward the right 
method of attainiag truth was the primary task of philosophy. 
In this regard, Oomte proposed as a general principle the Law 
of the Three Stages of Thought: theological, metaphysical, and 
51 
positive-scienti~ie. In the theological stage, man believes 
in supern.atural powers as the foundation of existence. In the 
metaphysical, the next higher stage, he believes in some sub-
stanees or powers as the root of existence, but does not think 
48. Kilpatrick,. ;.'Dewey's Philosophy of Education, 11 p. 144 
49. Riley, ~· eit., p. 322 
SO. Tsanoff, _Q,E. cit., p. 536 
~1. Ibid. 
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of these as supernatural. In the third and most refined phase 
of development he recognizes the laws revealed by the exact 
sciences as conatituting the final and Ultimate structure of 
52 
things. From this third stage we are in a position to take 
the next important step which is the formUlation of' a positive 
science of humanity; -Comte called it social physics, the scienc 
of social nature or sociology. Comte e~alted social science as 
the summit and crown of all knowledge, because social science 
reveals man's progressive realization of his essentially social 
53 
character. 
There are at least two streams in the positive philosophy 
G:t' Comte whieh flowed into twentieth-century American pragmatism. 
The~ are the positivistic treatment or metaphysics and an intenl~ 
interest in social relations. With regard to metaphysics, in 
essence, it is pragmatism's rejection of' substance (Dewey be-
lieves in no enduring substance of any kind) which makes it 
similar to the positivism of' Comte and which qualifies it as 
being on the highest level of' Comte's scheme of three stages. 
With regard to positive social interest, in recent pragmatism, 
following the pattern of Comte, the social sciences get much 
attention. Ideas are seen as always arising in social contexts 
and as necessarily having social significance if they have any 
value. All life, and therefore all education, must flow out 
54 
into social change in order to be intelligent and purposeful. 
52. Butler, ..Q.Q• cit., p. 406 
53 • T sano ff, £R • ill .. , _ p • 540 
54~ Butler, .QJ2• cit.,- p. 409 
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In making a comparison of positivism and pragmatism, 
55 
Riley considers the resemblance most striking. He says: 
"Both make much of' science, and in plaee of absolute 
eauses put relative laws. Both emphasize nature and pre:f"e ~ 
the observation of' phenomena to metaphysical abstractiGns. 
Both are enamored of humanity aad consider man's needs the 
Ultimate aim of knowledge. In short, both are soientifie, 
naturalistic, humanistic, ·and also -- somewhat skeptical. 
They do not care for supersensible realities, like first 
grounds and ultimate principles, but are satisfied with 
the horizon of level experience. They do not seek for 
intellectual unification of all sciences, but are content 
to employ tl:l.e same method. in all oases!' 
William James, himself', objected to the implication that 
pragmatism was an American revival of French positivism. The 
contentions of James in this regard are that positivism is un-
pragmatie in its insistency on the supremacy of reason and the 
fundamental belief in progress, assumed by the three stages of 
positivism. Dewey, also, differs from Oomte on the question 
of' law and order in the universe. Oomte's view is more statio 
than that of Dewey. Dewey is also lese positive about prigress 
He believes that tliere certainly has been progress on the 
technological side of life, and that there can be progress in 
the social and moral realms if we apply science as effectively 
in these areas as we have in technical fields. But progress is 
not guaranteed. According to Dewey, all a man can do is face 
his situation directly and 'be intelligent and purposefUl in 
56 
striving for progress. 
55. Riley, ~· ~., p. 325 
56. Butler 1 -m2. o1 t • , p. 400 • 
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4. The·Teutonic.Influence 
Immanuel Kant (1724-1804).-= Although there are few 
affinities with the German sehool of philosophy ac-tually aclmowi-
le<lged by the pragmatists tla.emsel vee, tb.e very word If pragmatism. 
is attributed to Kant by Charles Sanders Peirce, .who gave the 
57 
philosophy its name, if not its final embodiment. Dewey says 
"The term 'pragmatic' contrary to the opinion of those who 
regarci pragmat.1sm as an exclusively American conception, was 
5~ 
suggested to h1m (Charles Sanders Peirce) by the study of Kant. 
59 
Riley claims that in spite of James's protestations that he 
has never received a single clear idea from Kant, there are 
marked resemblances between Kant and James. Before we begin 
delving into the German school for roots of pragmatism, let us 
first examine briefly the ph1losopher Kant, a great representa-
t1 ve o.f the German philosophical soheol, and parts of his 
philosophy which may be germane to pragmatism. 
Kant began his academic career as a scientist and in his 
writ1ngs foreshadowed the nebular hypothesis of LaPlace and the' 
Darwinian theory of evolution, which we have discussed in a 
·previous section. Gradually his interests turned in the 
direction of metaphysics, whi~h specula-tions were influenced, 
60 
among others, by David Hume, the arch-skeptic of the British 
57 .. John Dewey, ·"De-velopment of American Pragmatism, u Twentieth 
Oentur;y Pb.ilosoJ!hl, D. D. Runes, ed., Philosophical Library 
New York, 1943, p. 452. 
58~ Ibid. 
59. Riley, :!R• eit., p. 323 
60. Henry T. Sehrl.1ttkind, Living Biographies o:f Great Philo-
so:eh.ers, Garden City Publishing Co., Ine., N.Y., 1941, p.l9f. 
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empirical school. Kant proposed a solution to the main prob-
lem of Hume. His findings substantiated the validity of 
scientific method and the confidence exhibited by men in their 
practical dealings with the objective world, but they put an 
end to the kind of thinking which had been the stock in trade 
58 
of the philosophers since the time of Aristotle. 
Kant drew a sharp distinction between the world of experi-
ence or phenomenon and. the· world of 11 things-in-themselves .u 
Briefly, Kant found a formula which jus-tified men's confidence 
in t.he orderly operations of. the world of experience, which is 
severely limited by the fact that its data always and inevit-
ably start with sen-sations. The scientist may proceed with 
perfect. security, the practical man with confidence, because 
experience as experience, is constituted according to certain 
infallible patte~s 9 But this critique shut e out man's experi-
ence with the nthings-in-themselves" which constitute most of 
the concerns of philosophy, such as abstracts about mind, 
Nature, and God. Man • s thinking was valid within experience, 
but philosophy has been slipping across the deadline of its 
competency; philosophers were only guessing when they thought 
59 
they were thinking. Kant set forth these principles in his 
Critique ,2! Pure Reason. But having tt destroyed God," he tried 
to create a God in hie 9F.itigue .Q! Practical Reason. Of these 
~ other critiques, of practical reason which deals with finding 
1,, 58. Reisner, -~· cit.,. p. 22 
lj 59. llli·· p. 23 
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a God for man in this realm he constructed, and of' judgment 
which deals with Nature, we shall give no discussi0n, since thE 
limits of' this paper do not permit such a digression. 
T:Q.e significance of Kant's trilegyon reason, ethics, and 
Nature is that he tried to combine several strains of thought 
in_ one. The pragmatist cannot aocept all that Kant set forth. 
In Dewey's disoussion of' reeonstruotion in philosophy, he 
63 
refers to his phase of Kant's work: 
.. 
11 In Kant, as everybody knows, the two strains ( of 
ant1qae and medieval thought of a reason that creates and 
constitutes the world combined with the notion that this 
_reason operates through the human mind, individual or 
oellecti ve) came together; and the theme of the formation 
of the knowable world by means of' a theught that operated. 
exclusively through the human knower became explicit. It 
is evident that this development represents merely a 
transitional stage •.. It tried, after all, to put the new 
wine ia old bottles. It did not achieve a free and un-
biased formUlation of the meaning of the power to direct 
nature's forces througG knowledge--that is purposetal, 
experimental action1 acting to reshape beliefs and institutions." · 
Be that as it may, there are still within all three Critiques 
certain postulates which bear a strong likeness to many con-
cepts of pragmatism. The scientific method and concept of 
experience have just been discussed. In addition, Kant sets 
forth a doctrine of postulates which has a likeness to James' 
.!.!ll to Believe. Kant s~ys, "I wil.l that there be a God, in 
order to the living of my moral life,"~ which sounds much like 
James' exhortations to act as if there were a seeing force that 
runs things. In addition to this faith in God as an heroic 
63. Dewey, Reconstruction in Ph-ilosophy, p. 51. 
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deed, not a passive acquiescence, there is the doctrine of 
meliorism-- 11 that the world as a whole is always improving." 
And there is the doctrine of humanism-- that man is a factor in 
the making of reality, that there is a plastic world to which 
64 
he gives meaning and value. 
One of the major reasons that Kant is not generally asso-
ciated with pragmatism is the fact that Kant is known for the 
idealistic school of philosophy. Actually, the idealism arose 
"' 
in the monism of the post-Kantian era, and the transcentental.i-
zing of his teachings, against which the master warned his 
disciples, eh1e~ among these disciples being Hegel. 
5. Early American Foreshadowings 
More than specific details, early American thought has 
provided the philosophy of pragmatism with its essential spirit. 
This spirit arose from the very history of the.Ameriean people, 
and their strugglf for a democratic society. From the very 
beginning of this na~ion, the spirit of liberty foreshadowed 
the explicit philosophy of pragmatism. 
In 1778, the French statesman Turgot wrote of the Amerieane~ 
11 This people is the hopeof the human race. It may 
beeome the model. It ought to show the world by facts, tha~ 
men can be free and yet peaceful, and may dispense with the 
chains in which 'tyrants and knaves of every colour have 
presumed to bind them, under pretext of the public good. 
The Americans should be an example ef political, religious, 
. commercial and industrial 11berty.n 65 
,§.4~-iley, ·.2B··· _ill.,· p. 323 65. Gail Kennedy, ed., Pragmatism~ American Culture, D. c. 
eath & Co., Boston, 1950, Introduction. 
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.For Turgot the .American Revolution opened a new chapter in 
human history, because America was the first society explicitly 
. founded upon a philosophy of liberty. That philosophy was 
expressed in the Declaration of Independence. 
This period in American history was known as the period of 
American Enlightenment. True, the American philosophy was in-
nuanced by the spreading ideas from the E~ightenment in Europ , 
details of which are given in the preceding section, but here 
in America the intellectual dissertations of Europe were put to 
.. actual test. Men like Franklin, Paine, Allen, Priestley, and 
Jefferson relied in their thinking on "human reason, on ~ragma­
tic or utilitarian foundations for the old puritan virtues, 
surrender of belief in miracles, on civic virtues and institu-
. 66 
. tions • 11 
BenJamin Franklin~~ Moraliti ~Science.-- Benjamin 
Franklin foreshadows the philosophy of pragmatism more in his 
life than in his writings, for his life embodies both the ideaJ. 
and ambitions of countless Americans of his day and of the 
century following. 11 V~rsatility, enterprise, pragmatic socia.l-
mindedness, reason, and work are the marks of his successful 
, climb from the narrow confines of Boston to cosmopolitan fame." 
Franklin was a self-made man and saw the essence of educa-
tion in self-training. His u.nusulll capacity for observation 
7 
~ both in science and polities, gave him a critical attitude 
b6. Muelder and Sears, .212• £ll .. , p. 65 
I 67. ~·~ P• 66 
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towards life. His keen observation had also an intrinsic ele-
ment of morality. nHe possessed the conscience of the thoroug 
ly trained scientific mind which has disciplined itself to 
admit the possibility and the right of different points of 
68 
view.•' Franklin was greatly concerned with the morality of 
science. He enjoyed watching the progress of science, but he 
quest~oned whether it would go hand in hand with moral progress 
According to Ulieh, Franklin may be called a moral pragmatist, 
because of his pragmatic emphasis on virtue. Like the modern 
pragmatist, be did not delve very deeply into the metaphysics 
of the relationship between truth and life; he was a man of 
action, not theory; thinking was for him a means, not an end 
69 
in itself; the end for him was a better life. 
Franklin had definitely expressed ideas on educational 
philosophy. Education was for him a life process, going on 
not only in the individual, but also in the community, the 
nation, and mankind. Such an ideal is expressed in Dewey's 
70 
School and Society. 
~homas Jefferson~ the Philosophy~ Liberty.-- Like 
Frankl.:in, Jefferson made his contributions to American thought 
as a living symbol. His intense and prolonged political and 
practical life prevented his making any systematic elaboration 
of his philosophical ideas, but the strain of pragmatism is 
68. Robert Ulich, History of Educational Thought, Am.eriean 
Book Co., New York, 1945, p. 230. 
69. Ibid., p. 234. 
70. uniVersity of Chicago Press, Chicago, Illinois, 1900 
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clearly discernible in his wr!tings nonethelesy/ 
The rights and freedoms which Jefferson had declared in 
the eighteenth century were reaffirmed in their separate ways 
7 
by Emerson and Whitman during the middle period of our history. 
Ralph Waldo Emerson and the Will.t.o Believe.-- Although 
Emerson was the leading figure in transcendentalism, which 
essentially was a reaction against the empiricism of Locke, hie 
greatest significance as a philosopher was his stress on the 
72 
freedom and creative capacity of man. Tb.e American Seholar 
and the essay on Self-Reliance both reflect this conviction. 
He particularly foreshadowed American independent thought in 
~ Ameri~~Scholar. 
William James was directly influenced by ~erson's philo-
sophy of optimism. He modified Emerson's theory that all is 
well with the world, into the more practical idea of meliorism, 
the theory that all is not well with the world but that we can 
73 
make things better if we will. 
According to the philosophical critics, the only obvious 
successor in our day to the philosophies of Franklin, Jeffe~eon 
and Emerson, the philosophers of American democracy, is the 
74 
pragmatism of William James and John Dewey. 
F. E. Abbot, the Forerunner of Biological Psychol.Q.SX .-... 
The direct anticipations of pragmatism go back as far as 1864, 
when F. E. Abbot, in an article in the North American Review 
71" Kennedy, .£m. ill•, Intro. 
72. Muelder and.Sears, ~· elt., p. 114. 13.· Schnittkind, ..2.12• cit., P• 299. ========*=~'·4~~K==enn===e~d~~ op. Cit.;-Yntro. 
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attacked the nominalism o.f phenomenalism, argued that man has a 
direct experience of the objectivity of relatione, and that, in 
genera.1, the principles of validity were not mere a priori form 
74 
of the understanding, but fruits of experience e Here he was-
suggesting a radical, realistic epistemology, according .to 
which the mind is neither a passive receiver nor a c.reative 
actor, mt. is engaged l,.n nacticn and x-eaotion11 with objects-in-75 . . . 
reJ.a:t1gn. Abbot thus had. the basic ideas of an organic, 
biological psychology, but it remained for William James to 
develop them adequately. 
Chancey Wright and ~ Biological Framework for Mental 
Processes.-- Another direct forerunner of pragmatism in Am.erie 
wae Chancey Wright, a good friend of Abbot and. Charles Sanders 
Peirce, the actual founder of pragmatism. Wright was pro:foundl~ 
76 . 
. influenced by J. S. Mill and Darwin' s._ Origi~ of Species. In 
his writings, Wright made a radical, though spee'lllative, at.temP''~ 
. I 
to give a. biological framework to mental processes and faeultie • 
6. The Birth and Growth 'Of .Pragmatism 
It remained for three men to become the actual founder and 
developers of the typical Amer~ican philosophy. They represent 
the three phases in its native growth: primitive, radical, and 
77 
developed. Charles Sanders Peirce was the originator of the 
74. 
75. 
76. 
77. 
F. E. Abbot, "The Philosophy of Space and Time, u North 
American Review, XCIX (1864), 64-116. 
Ibid. 
Herbert w. Schneider, A History 2f American Philosophr, 
ColWllbia University Press, New York, 1946, P• 516. 
Riley, 2E• ~., p. 280. 
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single root idea from which pragmatism has grown and who 
represents its primitive phase; William James popularized'the 
idea, extended its meaning beyond the intention of Peirce, and 
represents the radical phase of pragmatism; John Dewey wrought 
out the f'ull=fledged philosophy, building out of it an inclusi-v ~ 
world view with its owrl peculiar implications for every phase 
78 
of life, representing the fully-developed phase. These 
three varieties· of pragmatism bad different points of view and 
different application~ Peirce taught that pragmatism was logi~ 
cal, a method to make ou.r ideas clear; James taught that it 
was temperamental, a way to reach personal satisfaction; and 
7~ 
Dewey taught that it was instrumental, a useful tool for action~ 
In their applications, the primitive tended to be solipsis-tic 
(to confine itself to the individual and his doubts), the 
second to be transcendental (to leap beyond human barriers), 
80 
the third to be social (to pass 0ver~ne barriers of self). 
Let us first consider Charles Sanders Peirce and his stage in 
·the development of pragmatism. 
Charles Sanders Peirce (1839-1914) .=... In the early 1870's 
a club was formed in Cambridge which included among its members 
Oliver Wendell Hdmes, John Fiske, Chancey Wright, William James 
81 
and Charles Sanders Peirce. While Peirce had conceived the 
idea of his pragmatism as early as 1871, it was in this group 
,, 
~· 78. Ibid., p. 280 
79. ~ •• p. 281 
80. Ibid.. 
81. MUelder and Sears, .Ql2. cit., p. 312. 
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that he formulated. the eoncept and eo ined the word "pragmatism" 
in the course of the ~scussions. The most important aspect of 
this new theory, according ~o Dewey, was its insistence on the 
connection between the individual's thought and his purposes • 
.Allied was the belief that a concept could only be defined in 
82 
terms of its bearing upon actual behavior. This belief was 
given its clearest formulation in the famous article, "How to 
83 
Make Our Ideas Clear." There is a remarkable similarity in 
this article to Kant's doctrine in the efforts which Peirce 
made to interpret the universality of concepts in the domain of 
experience in the same way in which Kant established the law 
84-
of practical reason in the domain of the a priori. According 
to Peirce, the pragmatist's end is not action itself, but 
rather in the process of evolution whereby the action tends to 
embody generalizations. This is in contradiction to some 
impressions that pragmatism makes action the end of life. But 
Peirce•s action is only an intermediary, so that the meaning of 
a concept does not lie in any individual reactions, but in the 
manner in which those reactions contribute to the development 
of concrete reasonableness. Perice's criterion of ideas, then,_ 
was not only a test of the truth of ideas, but was also a means 
of determining what the content or essence of an idea-is. This 
essence is eonsidere~'to be 1denttal with the consequences which 
82. Ibid. 
8:;. Cii&rles Sanders Peiree, Popular Science Monthly, November 
1877 and January 1878. 
84. Dewey, 11 The Development of Pragmatism," p. 453. 
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resUlt when it is put into action. 
Although Peirce is commonly considered as being the 
founder of pragmatism, his connection with the philosophy is 
~ only at one point: his criterion for aetermining the meanings 
of ideas. He limited his work to the development of a pragmati 
method (method of science with an aim the growth of reasonable= 
ness) in the limited field of discourse. It remained for 
William James, his frietl.d and clubmate, to expand the original 
idea far beyond Peirce's intention to make of it a complete 
philosophy, quite different from the system which Peirce had 
sought to build throughout his long career of writing. In orde 
to differentiate his doctrine from that of· James and Dewey, he 
coined another word, "pragmaticism, n in 1905, which, he said, 
86 
was uu.gly enough to be safe from kidnappers.n 
William James (1842-1910).== ~n his own words, William 
James tells of his role as a propagandist for pragmatism: 
=o.,___ =-=-="*= 
"This is the principle of Peirce, the. principle of 
pragmatism. It lay entirely unnoticed by any one for 
twenty fears, until I, in an address before Professor 
Howison s philosophical union at the University of Cali-
fornia, brought it forward again and made a special appli-
cation of it to religion. By that date (1898) the times 
seemed ripe for its reception. The word 'pragmatism' . 
spread, and at present it fairly spots the pages of the 
philosophic journals. On all hands we find the 'pragmatie 
movement' spoken of, sometimes with respect, sometimes wit 
contumely, seldom with clear understanding. It is evident 
that the term applies itself conveniently to a number or87 tendencies that hitherto have lacked a collective name." 
James Feibleman, An. Introduction to Peirce's :fh1losoph:y, 
Harper & Bros., New York, 1947, p:-234. 
Ibid., p. 467. 
James, Pr!B@atism, p. 47. 
Although his greatest contribution was his .formulation of 
a modern biological interpretation of mind, William James• 
pragmatic epistemology and pluralistic metaphysics have had a 
"4t) wide influence. He developed his philosophy as an extension of 
the application of Peirce's pragmatic method. In this. extensioJ 
of Peirce • s philosophy he represents the second or radical nhA.Jit I: 
;,..,_ 
• I ) 
in the development of pragmatism in America. 
James extended Peirce's experimental view of the meaning 
of ideas and the test of their truthe Because James was more 
closely connected with the British philosophers, Looke, Berkele~ , 
Hume, an¢';o.hn Stuart Mill, than Kant as was Peirce, he changed 
Peircets conception by making the particular consequences of an 
'->ldea the test of its troth instead of its general consequences. 
In so doing he broadened the application of the theory to incluc ~e 
88 
all ideas, especially religious belief's. From this extension 
Willi8Dl James formulated a theory of the nature of truth .. 
According to his theory, nThe truth of an idea is not a st~:riant 
-
property inherent in ite •• Ideas are verified,~ true in the 
59 
process of experience." In the formulation of this theory thE 
empiricist in James is evident. Behind this concept is James' 
distinctive theory of mind. For him it was not the tabula rasa 
of Locke, nor was it a mirror wh~eh passively reflects. It is 
more like an antenna which gropes about, an instrument for 
biological adaptation. We learn actively and not passively • 
88. Dewey, 11 Development of Pragmatism," p. 451 
89. James, Pragmatism, pp. 201, 222 •• 
The mind puts questions, experience answers; mind proposes, the 
~ 
environment disposes. 
James made another advance in pragmatism by his theory or 
the will to believe. This was an expression or his entire 
personality and way or lire, his profession or faith. From 
this idea that there are issues where raith ereates its own 
verirication comes his religious philosophy or pluralism. 
Belier in God does not rest on objective knowledge. God is not 
91 
supreme; he is merely one among many divine forces. Beller 
in God becomes meaningfal only as it is projected into the 
midst of experience where it can make a dirrerenee in lire and 
events and display its essenee by means of whatever the conse-
92-
quences are. 
James' pluralism extended to the idea of a pluralistic 
universe or 11 multiverse." James prererred to- view the world 
as a living stream. In it things are not eternally set or 
foredoomed. The real world always has another chance. James 
/ 
combined this idea or the indeterminacy in nature with his 
will to believe or nright to believe" as he later put it, and 
arrived at his philosophy of meliorism, which orfered the 
prospect of progressive improvement. The universe is never 
finished, ror there are always shortcomings, hardships, and 
certain. evil; the universe, in James' term, is still "in tb.e 
making,n ttin the process of becoming." Thus it is possible for 
_ 90-. M.uelder and Sears, .Q.E., cit., p. 3l4. 
91. Sehnittkind, ~· ~., p. 302. 
92. Butler, .2.2.• _ill., p. 415. 
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man to improve the universe. If we form general ideas and if 
we put them in aetion, consequenees are produeed whieh could 
not be prodUee.d otherwise. Under these eonditions the world 
will be different from what it would have been if thought had 
93 
not intervened. 
James described his pragmatic philosophy as a theory of 
11 radieal empiricism, u probably because of his eombination of 
empirical method w:ith the theory of pragmatism. The resUlts 
or this eombination are a new interpretation of the. classic 
theories of truth, that logically absolute trutlil.is an ideal 
which eanno.t .. be realized, but that relative truth. can be 
verified by experience. Thus, the second phase of pragmatism, 
or the philosophy of William James, can be considered nin its 
·totality as a revision of English empiricism, a revision which 
replaces the value of past experience, of what is already given 
94 
by the future, by that which is mere possibility. 
William James broke the ground for Dewey's version of 
pragmatism and helped set the stage for a philosophy which is 
pre>bably the most influential one in America today. 
~Dew~~ (1859-1952).-- The philosophy of John Dewey is 
the fullest statement of pragmatism. Like other fulfillments, 
it has grown beyond the original idea.. Dewey has preferred to 
cal1 his theory "instrumentalism .. " It has also been deseribed 
as a type of evolutionary natura.lism. Dewey's extension ot: 
. ~··' 
.. ~·. -. 
93, Dewey, 11 The Development of Pragmatism,n P• 463 
94. ~· 
43 
' 
of James• pragmatism has a different emphasis and stems from 
somewhat different sources. In Dewey's own words he differs 
95 
from James in the following way: 
" ••• James' philosophy shows that he regarded concep-
tions and theories purely as instruments which can serve 
to constitute future facts in a specific manner. But 
James devoted himself primarily to the moral aspects of 
this theory, to the support which it gave to 'meliorism' 
and moral idealism •••• He never attempted to develop a 
complete theory of the .forms or 'structures' and of the 
logical operations which are founded on th1s conception. 
Instrumentalism is an attempt to constitute a precise 
logical theory of concepts, of judgments and inferences 
in their forms, by considering primarily how thought 
functions in the experimental determinations of future 
consequences." 
In other words, in his instrumentalism, Dewey aimed at the 
formulation of a compl.ete philosophy based Oll tb.e "reoonstrao-
ti ve or mediative function aseri bed to reason. n 
Before considering any further the influence of James on 
Dewey, it is important to show the development of Dewey's 
·philosophical thinking, for he was not always a pragmatist, in 
fact, his dissertation for the Ph.D. degree was entitled ,.The 
96 
Psychology of Kant .•• During his graduate work at Johns 
Hopkins he came under three different influences whieh were 
important in the formative development of Dewey as a philosophel. 
The strongest influence was through George Sylvester Morris, 
who was an ardent disciple of Hegel, and in close sympathy with 
··the English idealists. The next strongest influence was that 
• of G. Stanley Hall. and his experimental approach to the study Gj 
95 • Dewey, u The Development of' Pragmatism, u p. 464 
"96. Morton G. White, The Origins of Dewey's Instrumentalism, 
Columbia University·Press, New York, 1943, p. ~3 
--
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psyehology. The third influence, which strikingly did not 
apparently touch Dewey much at the time, was Charles Sanders 
97 
Peirce, who was lecturing there on logio. 
Dewey's allegiance to idealism meant disagreement with 
Britisn empiricism, a disposition which apparently stayed with 
Dewey after he forsook idealism. It meant a somewhat reluctant 
respect for Kant, with Hegel being elevated above Kant as 
supplying in metaphysics that which Kant could not supply, the 
. 98 
doctrine of Universal Mind. It meant a profound interest in 
ethics, and a recognition that ethics and theology are necessa-
99 
rily related. Dewey himself acknowledges this neo-Kantian 
influence as one of the two major historical anteeedents of 
100 
instrumentalism: 
"The second (factor) is a critique of the theory of 
knowledge and of logic which has resulted from the theory 
proposed by neo-kantian idealism ••• I, myself, and those 
who have collaborated with me in the exposition of instru-
mentalism, began by being neo-kantians, in the same way 
that Peiroe 1 s point of departure was kantianism and that 
of James was the empiricism of the British Sehool. 11 
As early as 1891 Dewey began to turn away from idealism, 
having become impressed. with the evolutionary struggle of ideas 
101 
as set forth in the psyehology of James. Dewey considers 
this the seeond major historical antecedent of instrumentalism. 
In a letter to James, Dewey reveals how he had discovered in 
'17. ~., p .. 24 
9S. I.bid •.... 
99. Butler, ..2R• cit., p .. 418 
100. Dewey, 11 The Development of Pragmatism, 11 p. 464 
lOl.White, ~· ~., P• 51 
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James' Ps;y;chology the instrumentalist logic that revolutionizeo' 
102 
his own ethical theory: 
ui don't know that I told you that I have had a elase 
of four graduates going through your psrchology this year, 
and how much we have all enjoyed it. I m sure you would 
pe greatly gratified if you could see what a stimulus to 
mental freedom, as well as what a purveyor of methods 
and materials, your book h.a.s been to us. u 
While James was helping Dewey to formulate a "psychologi-
cal ethicsu based, not on precepts, but or:i actual, a.eti ve, 
desires, another friend, a journalist named Franklin Ford, was 
showing him how from a. social perspective, too, intelligence 
and morals could be treated as a subject for experimental 
1.03 
investigation. It was in the double fra.meof reference of 
this ethical system that Dewey and his colleagues conceived 
the famous Studi~ !g Logical Theory (1903), which marked the 
. 104 
rise of the 11 Chiea.go .School" of instrumel).talism. 
This study marked the culmination of the changeover of 
Dewey's philosophy from idealism to pragmatism. Morton G. 
White, who has examined rather carefully the stages by which 
\-105 
Dewey's thought was formed, explains the changeover in this 
manner: The first major step was Dewey's forsaking of theism 
and the doctrine of a Universal ielf. Instead he began to 
think of the individual as a concrete social phenomenon whose 
acts are part of a social stream of intera.ctivity and not 
102. Ralph Barton Perry, 1!u! Thought. ~ Character .Q.f William 
James, Volume II, Little, Brown & Co., Boston, 1935, p. 51r 
103. Schneider, .2£• .Q!1., p. 535. 
104. Ibid. 
'1.05. White, .frn. ill·, several chapter_J!I •. --
106 
individually caused by free will. Another aspect of turning 
away from idealist metaphysics was the inclination to think no 
more of social institutions as a manifestation of Absolute Mind 
and to replace this metaphysical doctrine with a strong emphasi~ 
on the cultural environment as having influence in forming the 
. l~ 
ideas, beliefs, and intellectual attitudes of individuals. 
Another aspect was that Dewey ceased to think of intelligence 
and the world as unified by the metaphysical substratum of Mind 
and came to emphasize the social function of intelligence in-
stead. Intelligence became something to be put ·to work in 
organic social endeavor to the end that changes for the better 
might be wrought in the world. He eventually came to hope for 
the time when science would be applied to all of the world's 
problems, the social and moral as well as the technological, 
for in science he saw the method by which intelligence could 
· 1oa 
. become effective in the world. 
In the course of Dewey's tnmning from·the Hegelian dialec= 
109 
tical progression of categories · to the direct testing of 
ideas Xn the active process of experience, educational problems 
became his concern. In his Democracy and Education is a -full 
statement of his own brand of pragmatism in mature formUlation; 
here he has interpreted the entire educational process, the 
active life of intelligence, in terms of progressive social 
• adjustment .. 
106. Ibid., p. 106 
107. Ybid., p. 58 
108. Ibid., pp. 102-103 
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Since this paper will concern itself with this most 
deve~oped phase of pragmatism, another chapter will be devoted 
to a detailed analysis of Dewey's philosophy and its implica-
tions for education. 
7. Summary 
A resume has been made of the forerunners of pragmatism 
from ancient to modern times and it has been found that, altb.oU1 h 
pragmatists for the most part do not look to the past and do 
\ 
consider themselves of the present, the philosophy of pragmatis 
has many roots, some delicate and some strong. There was more 
than. superficial association with the ancient philosophies of 
Heraclitus and the Sophists. The modern European influence, 
the perspective being closer, shows more detailed distinctions. 
The British empiricism presented certain concepts which were 
l extended by the American pragmatist. James added several of 
·hie own concepts to the empirical concepts. With respect to 
the German school of philosophers, as a whole, pragmatic prin-
ciples cannot be identified except as residual resemblances 
from Dewey's early neo-Kantian phase. But there is a strong 
-· resemblance between the French positi viet school and the Ameri-
can pragmatism, even though~ there are several basic difference 
involved. In America we see foreshadowinge of pragmatism in 
Franklin, Jefferson, and Emerson. Finally, the three phases 
•• of pragmatism arid their exponents were discussed.. Since Dewey 
represents the most modern development of the philosophy of 
.48 
pragmatism, the remainder of this paper w.111 be concerned with. 
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CHAPTER Ill 
THE PRAGMATIC PHILOSOPHY AND ITS,EDUCATIONAL METHODOLOGY 
1. An Analysis of the Philosophy of Pragmatism 
Before going into an elaboration of the pragmatic system 
of thought, it is necessary to designate the intuition of 
/ 
pragmatism, or its simple primary basis ~r Pragmatism builds on 
the intuition that experience-, is the proving ground in which 
1 
worth of things is made plain. A comparison with other philo-
sophies may bring this out more clearly. While the prime 
intuition of naturalism has been confidence in Nature, and 
idealism has taken its stand by the reality of the self, and 
realism has built upon the conviction that .. reB.l.ity is indepen-
dent of mind, in distinction from all of these, pragmatism sets 
forth the conviction that experience is the. real test of all ( 
things. 
Epistemology.-- Because Dewey's philosophy pursues the 
various ways of practical adaptation, it has been said of 
pragmatism that it is primarily a theory of_ knowledge. While 
this is to a certain extent true, pragmatism does have a theory 
of reality and is deeply concerned with values. In fact, its 
primary concern with the theory of knowledge.is essentially 
because of the theory of pragmatic values.··- However, since the 
- 4 
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theory of knowledge is a primary aspect of pragmatism, its 
epistemology will be discussed first, the remaining parts of 
the system to be viewed in its light. 
Traditionally epistemology has been taken to mean the 
analysis of a product--what is known, with a view to discover-
2. 
ing its universal principles or its underlying ground. But 
the pragmatist treatment of knowledge does not fit into this 
traditional pattern; primarily because the pragmatist considers 
knowledge a process as well as a product; with the pragmatist 
knowledge means knowing: a complex event, involving an indivi-
dual knower, a something to be known, certain means of knowing 
3 
it, and then, finally, the cognitive achievement or failure. 
Thus, the writer will attempt to analyze the pragmatic theory 
of knowledge within the categories of traditional epistemology 
only insofar as possible and will digress when it seems neces-
sary for the sake of clarity. Epistemology concerns itself 
chiefly with the possibility of knowledge, the kinds of know-
4. 
ledge, and the instruments of knowledge. 
With regard to the question of the possibility of knowledgE, 
pragmatists do not accept knowledge as absolute, but they do 
affirm the possibility of a functional and fractional knowledge 
which operates in a situation where it is needed, and that. such 
5 
knowledge ea.n. be appropr1&ted. Thus, they disagree with the 
2. Ralph Barton Perry, Present Philosophical Tendencies, 
Longmans Green & Co~, New York, 1912, P• 199. 
3. Composite of many sources on pragmatic philosoph)"• 
4. Cf. Chapter I, p. 3. 
5. Pratt, op. eit., p. 51 • 
• 
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agnostic who disavows the possibility of conclusive knowledge, 
and take only a partial idea from the skeptic, who has a ques .... 
tioning attitude toward the possibility of having any knowledge 
add to it their tyi>1cal practical aspects, and eonelud.e that 
I 
although knowledge is never total, it is functional. Dewey 
says, nTb.e function of knowledge is to make one experience 
6 
freely ~vailable in other experiences." 
In order to find out what kind of' knowledge pragmatism is, 
it is necessary first to find out what is the instrument of 
this knowledge. Since we cannot use the old labels such as 
rationali'em. or empiricism, or induction or deduction, because 
pragmatism lies somewhere in between these categories, compari-
sons and contrasts with the old. established forms will have to 
be used to arrive at the pragmatic instrumentation of' knowledge 
Pragmatism is not rationalistic because it does not begin 
with univered. truths and go on to deduce specif'ie items of 
knowledge from these. On the contrary, pragmatism frowns on 
all generalizations; it regards experience as specific and 
partioular. But pragmatism has a rational element in that fact~ 
alone do not constitute knowledge but rather the pattern of I 
. . - 7 !c: 
their successful organization constitutes the oore of knowledge~ 
·Thus we see pragmatism's pattern of organization in knowledge, 
or the kind of knowledge, is more than~ priori_ generalization 
~ and induotive generalization, because it is not just a.n item 
of knowleage, but a way of acting which brings a needed. 
6/ Dewey, Democracy and Education, P• 395. 
7. Dewey, Reconstruction in Philosophy, p. 44. 
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8 
result. 
/ (Pragmatism is not empirical in. that it believes that mere 
accumulation of raets does not constitute knowledge, but it is 
somewhat empirical in its frame or rererence,. which is sense-
perceptual experienee•
9f From this association with sense~ 
perception comes pragmatism•s emphasis on experience. Pragma-
tism, however, inserts a step in the empirical process of 
sense~perception: Instead o:r a pass! ve impression :from a 
stimulus, the stimulus is made, man acts upon it, and then 
l.O 
undergoes an impression. It is only as we ·are engaged in 
active experience with things that qualities come to l.lght in 
such a way that we "known them. But experience acts both ways-
the learner acts in experience and the objects are in experienc~ 
-=it engages the learner and he is possessed by it,~Experience 
1 as here used means primarily an active process of interaction 
between the human organism and its natural and social. environ-
l.l. 
ment. Because o:r man's relationship with experience, know-
ledge becomes relative to the present unit of experience.~ 
Thus we arrive at the proper word for the kind of knowledg~ 
with which (pragmatism deale -- experimental knowledge, eomethin j 
to be put to work in experience as a function which car;ries 
12 
experience forward satisfactorily. 
8. Muelde:r and Sears, ~· cit., p. 316 
9. Teanoff, . .212• cit., p. 6M 
10. Pratt, .QJ2• oit., 
11. 4John L. Childs, Education and the Philosophy of Experimental 
ism, D. Appleton-Century Co., Inc., N. Y., 1931, pp. 8-9. 
12.Dewey, Reconstruction 1n Philosophy, p. 101. 
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At this point we depart from the traditional epistemologi-
cal analysis in trying to show the instrument of knowledge, or 
the method of knowledge. In general, the pragmatic method of 
knowledge is just a conscious formulation of what goes on all 
the time in our experience, and has gone on in human experience 
for centuries. Thus, strangely, knowledge becomes instrumental 
13 
a means or a way to praqtical adaptation. Dewey explains 
this apparent contradiction by giving knowledge two aspects, 
that of content and reference. He says, 11While the content of 
knowledge is what has happened, what is taken as finished and 
hence settled and su.re, the reference or knowledge is future 
or prospective. For knowledge furnishes the means of under-
standing or giving meaning to what is still going on ana/ what 
14 
is to be .done." 
The method of knowledge stems from the essential charac-
teristic of pragmatism's view of knowledge: its attempt to 
avoid transcendence of the obvious realities·of life and to 
present knowledge as a concrete experience process entirely 
15 
within the conscious life of the ind.1 vidual. In more exp1ici 
terms Dewey describes this method as a "doubt-inquiry-answer 
experience, 11 which is a process in three stages: {1) "doubtn 
in which the facts of experience ~how themselves in need of 
rearrangement or supplementation, (2} "inquiry) in which a 
~ tentative arrangement of.present and absent facts is suggested 
.13. Tsano:f'f', ~· cit., p. 610 
14. Dewey, Demoeran and Education, p. 397. 
15. Pratt, .Q.R• ill•, p. 143. 
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and tried, and (3) "answeru in which the plan of stage 2 is 
16 
found to work, and experience once more becomes harmonious. 
A summary of the pragmatic theory of knowledge, or as 
Dewey says, uthe theory of the method of knowing, 11 is best 
. 17 
expressed by Dewey himself: 
"Its essential feature is to maintain the continuity 
of knowing with an activity which purposely modifies the 
environment. It holds that knowledge in its strict sense 
of something possessed consists of our intellectual 
resources--of all the habits that render our action intel-
ligent·" Only that which has been organized into our dis-
position so as to enable us to adapt the environment to 
our needs and to adapt our aims and desires to the situa-
tion in which we ·live is really knowledge. Knowledge is 
not just something which we are now conscious of# but 
consists of the dispositions we consciously use in under-
standing what now happens. Knowledge as an act is bring-
ing some of our dispositions to consciousness with a View 
to straightening out a perplexity, by conceiving the 
connection between ourselves and the world in which we 
live." · 
Metaphysics.-- Metaphysi.cs is the theory of the nature of 
reality. This part of a. philosophic system is concerned with 11 
the problems of the origin a.nd development of th~ universe, 
the nature of man as one important aspect of reality, the rela-
tion of body and mind, the problem of freedom, the conceptions 
of God, the problem of purpose in the universe, the constancy 
of reality, the number of ultimate realities, and the meaning·~ 
18 
of existence aso,sucb.. 
\ 
I 
As has been\stated previously, pragmatism has been accused 
i 
l 
of having no met~phys1es at all, but Dewey did actually express 
I 19 
a metaphysics in Experience and NatureB even if implicitly. 
17. 
18. 
P• 400. 
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John L. Childs attempted to bring out more explicitly some of 
20 
the general metaphysical assumptions of pragmatism. Let us 
examine the pragmatic view of the problems of metaphysics 
mentioned above. 
Since pragmatism is not too explicit in its definition of 
such terms as cosmos, world, universe, nature, or reality, they 
will be used interchangeably in this paper. According to 
- 21 
Reisner, the pragmatist frankly accepts the world described 
,. 
by scientists and experienced by living organisms as reality. 
He sees no reality beyond the world of experience, and refUses 
to bind the world of experience into desired meanings with the 
aid of supernatural and self-willed speculative patterns impose· 
upon the world. This supernatural approach to metaphysics, 
22 
says Dewey, has a tendency toward absolutizing things which 
are essentially relative, like making sacred commandments out 
of changing human experiences, and taboos out of perfectly 
natural phenomena. For Dewey, nature is a name for temporal 
changes or events that are more or less coordinated. For 
Dewey, the world is dynamic, or tt a.cti ve, n and has its determine 
23 
past and its future possibilities. For the present, the 
world is a process of determination or mediation--possibilities 
are being utilized continually, in building up a cumulative, 
determinate, growing past, the experienced world. The course 
20. Childs, .2.12• eit. 1 
21. Reisner, .2.12 • e1 t • , p •. 2 9. 
22. Dewey, Experience and Nature, p. 13. 
23. Ibid., PP• 43-44, 45. 
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of events is not fixed, and though we may call it evolution, the e 
is no fixed order of evolution, for existence is precarious at 
24 
any time. 
Pragmatism's emphasis on the future rather .than the past 
accounts partly for the fact that pragmatism lays more stress 
on society and the. social sciences than it does on Nature and 
25 
the physical sciences. Society represents the ongoing stream 
in which significant events take place. Thus, as Childs puts 
26 
it, 11 !t (pragmatism) affirms that we live in a world which 
is characterized throughout by process and change." From this 
we understand that there is nothing that is static or permanent, 
everything is in movement. Things which change more slowly are 
regarded as structure and those which change more rapidly con-
stitute process, but both structure and process change and all 
27 
things ~low on. 
Because of this constant change, the world is necessarily 
precarious. There can be no complete security, and this uncer-
tainty must be accepted as inevitable. Also, because of this 
constant change, the world is necessarily incomplete, .still 
growing, and eo within it there is much room for additions and 
improvements to be made by the inventive powers of man. A world 
of movement cannot be unified, nor can all things be ultimately 
reduced to one substance., Thus the pragmatic world is really a 
·-
11 multiverse, tt pluralistic in nature. The pragmatist does not 
24. Schneider, .£R• cit., p. 554 
25. Butler, .2.:2• cit., p. 432 
26. Ohil.ds, .QE • .5E:! ., pp. 45-46 
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find purpose inherent in the universe, but by purpose~! activi 
ty seeks to impose purpose upon it. In other words, the world 
28 
has ends within its own process. 
- Inasmuch as the pragmatist is hot interested in finalities 
29 I 
the quest ,for certainty is left behind. Since there is no-
thing absolute~. nothing can be spgken of as absolutely good,or 
absolutely bad. The same holds for "Truth.;' According 'tio 
pragmatism, if we act upon a belief and the consequences we 
hoped for take place, the belief is true. That is all the 
30 
·pragmatist can say for truth. 
31 
As Reisner puts it, "Truth 
is purely a conception which relates to man's success in under-
standing. Truth-is a meaniil.g which develops only in connection 
with the contact of a knower with the world of experience." 
With respect to the problem of man in Nature, pragmatism 
refutes dualism and makes man a part of Nature. One of the ehi 
evidences cited by Dewey as demonstrating the continuity of ~an 
32 
and Nature is the theory of evolution.. From this viewpoint, 
men are essentially biological organisms. With the descriptio~ 
of life as a continuous process of interaction between man and 
his environment, man in turn becoming part of the environment 
33 
for other persons, he becomes a social organism. Such a view 
influences the concept of reason, intelligence and mind. 
28. Sidney Hook, The Metaphysics of Pragmatism, The Open Court 
Publishing Co., Ohicago, 1927. 
29. John Dewey, The Quest for Certainty, Minton Balch & Co .. , 
New York, 1929., 
30 • WahLquist, .QJ2. cit • , p. 80 • 
31 • Reisner, .2.:Q. cit • , p • 31 
32. Dewey, Demoeraey -~ Education, pp. 392-395. 
33· Wahl uist o • cit. · .. 
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34 
Childs explains the pragmatic intellect thus: 
11 Intelligence is not a substantive thing back of the 
activity of an organism which makes that activity intel-
lectual; intelligence is behavior that is guided by 
anticipated oonsequences ••• Man. thinking man, is wholly 
naturalized within nature. Mind is not some immaterial 
entity outside of the course of natural existence and 
antithetical to it. Man is not part bodff and part mind 
as a centaur is half man and half horse. 
In considering man's place in nature it is necessary to 
consider man's influence on events which take place in the 
world. Pragmatism takes a stand between free will and deter-
minism. The pragmatist d0es not regard man as having freedom 
of choice, but he does engage in experimental activities which 
may change the direction in which events flow. 
Finally, the pragmatist world does not guarantee progress. 
He follows the principle of meliorism, which really amounts to 
a moral imperative that man must do his best to face life and 
~ do what he can to improve it •. On this concept is based many 
of the ethical aspects of pragmatism. 
Logic is the science of exact thought. 
/ 
Logie.-- It oon-
eiders the systematic treatment of the relation of ideas and 
35 
studies methods of valid thinking. Dewey felt that tradition& 
logic needed a radical reform because its effectiveness was 
36 
nullified in the life of the twentieth century. He felt that 
a new pattern of logic was necessary and that it should be 
11 a unified theory-of inquiry through which the authentic 
34. Cb.ilds, ~· ill·, pp. 70-71. 
35. Of. Chapter I, p. 3~ 
36. Dewey, Reconstruction in Philosophy, p. 83. 
(_/ 
pattern of experimental and operational. inquiry in science 
shall become available for regulation of the habitual methods 
3 
by which inquiries in the field of common sense are carried on. 
He called this new logic u experimental logic" and its pattern 
follows that of the experimental method outlined in our dis-
cussion of the pragmatic theory of knowledge. It consists of 
a form of reasoning, commonly called problem-solving, whieh 
begins with a felt problem, observes all the data. relating to 
the problem, formUlates hypotheses, and tests them to reach a 
38 
workable solution. 
From this "experimental logicn we get certain important 
pragmatic concepts. The e.onoept of the instrumental character 
of ideas is that they are not abstract mental things, but 
rather emergents of a-problem-solving situation. Reasoning is 
~he process of transfering meanings from one situation to 
another. Facts are considered operational, because in their 
use in the process of moving from problem to solution, they hav 
significance only in relation to this movement. Meanings are 
also operational, because they have no existence until put into 
operation long enough for their consequences to be produced in 
action. Thus, solutions of problems are possible only because 
:facts and meanings are operational in the problem-solution 
39 
movement of experience. 
37. John Dewey, Logic, The Theory£! Inquiry, Henry Holt & Oo., 
New York, 1938, p. 98. 
38. Ibid. 
39. Ibid .. , p. 37. 
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The purpose of this new logic is to make a common pattern 
of thinking for all aspects of life including science and 
everyday affairs. For, Dewey says, all problems turn in and 
out upon the other; scientific problems are rooted in common 
4( 
sense, and their solutions have significance for everyday life • 
. An important characteristic of this new logio is that ther 
is no set pattern of thought that is universal. Each situation 
requires its specific pattern. Thus, induction or deduction as 
such cannot become a label for this typeof thinking. Another 
characteristic is that the pattern is closely related to Nature 
and cUlture, to the two environments of man -- physical and 
social. This concept is based on the pragmatic metaphysic that 
man is continuous in Nature, and that man does not act in a 
41 
vacuum but in society. 
Axiology.-- This part of philosophy is concerned with the 
general theory of value, the nature of value, and the different 
42 
kinds of value. The pragmatic theory of value is founded in 
the concept that values exist only as a function in the 
individual-social flow of events. This idea resolves into a 
moral problem, which is in effect an issue between the contend-
ing demands of a self that is operating in a natural and social 
43 
situation. 
Ethical values are concerned with the nature of good and 
~ evil, with problems of conduct and ultimate objectives. As 
40, Ibid., P• 6.6. 
41. Ibid., p. 42. 
42~ Of .. Chapter I, p. 3· 
43. Tsa.noff, ql)., cit.il p. 611. 
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said before, good and evil in pragmatism are relatives and not 
absolutes, set in a social frame of reference. Dewey's· ethical 
theory proceeds from evolutionary naturalism, which recognizes 
the social environment of human condUct and in particular advo-
cates the values of tolerance and a fair-minded democratic 
44 
regard for the common good. Ethical values are achieved, 
according to Dewey,. when a union is made between the . "inner" 
aspect of morals and the "outer*'. aspect of morals. He regards 
an individual's intentions- as uinner" and indi vidua.fs actions 
as 11 outeru aspects. In this union intentions are regarded. as 
~perational instruments which may emerge in fruitful acts. But 
in this regard, each situation must be approached freshly as a 
45 
new situation. In addition, the eventual act calls for a 
certain kind of will that is committed to certain interests and 
satisfactions and to the promotion of a· certain kind of society 
in which these demands can be more securely realized. Thus, 
the social medium and the individual will continually reflect 
and mold each other. Conduct accaptable to the social order 
46 
is achieved through moral knowledge. In summary, Dewey's 
theory of ethics is based on the premise that the question of 
-~ 
specific values in human experience arise out of problematic 
situations. such questions arise when habitual responses are 
44. 
45. 
46. 
John Dewey, Human Nature and Conduct, Henry Holt & Co., 
1922, p. 11. 
Dewey, Demooracx and Education, Oh. XXVI, "Theories of 
Morals." 
Sidney Hook,· 11 The Desirable and Emotive in Dewey's Ethics, u 
John Dewey: A Symposium, Sidney Hook, ed., The Dial Press, 
NewYork, 1950, pp. 194-216, p. 196. 
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are insufficient to sustain the free .flow of experience and whe~ 
these responses are challenged by others and we grope for a 
47 
guide or justification.. Actually, this is the fundamental 
problem of ethics: 11 What should we do?'' The answer to such a 
question implies that the answer will be a decision, and the 
answer will indicate why one proposed decision is to be 
selected rather than others.. According to Dewey, the process 
of making this decision involves both intellect and emotions: 
ttA moral judgment, however intellectual it may be, must at 
48 
·least be colored with feeling if it is to influence behavior." 
The desired value is arrived at by making a moral judgment in 
such a way that it yields a greater sense of happiness in the 
present and at the same time opens a way to further good in 
49 
future experiences. 
Aesthetic values, according to Dewey, are also based in 
experience. When an experience possesses beauty or y~lds 
meanings which we want to preserve, that experience has aesthe~ 
50 
tic value~ These values, as all others, exist in a social 
setting, but their communication is.often other than through 
51 
the medium of words. It was in Art and Experience that Dewey 
outlined his aesthetic theory. This theory is based, as are 
all the com~on~nt theories in pragmatism, on the concept of 
i 
' I 
47. 1.12!.9:·, 1P.. 197. 
48. John Dewey, Ethics,(with James H. Tufts), Henry Holt & Co., 
1908, p. 296. 
49~ Dewey, Democracy ~ Education, Ch~ XXVI. 
50. John Dewey, Art _y Experience, Milton Balch & Co., New York 1 
1934] .L 51 • .I:Qg. . . . 
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experience. Aesthetic value, or the enjoyableness of life, is 
closely related to the flowing concept of the life processes, 
wherein there are some.experiences that are smooth-flowing and 
therefore enjoyable, as well as some experiences that are in-
determinate and call far a decision of some kind before disturb 
ing elements pass away and enjoyable elements take their place. 
Only in such a world, says Dewey, can there be aesthetic value; 
only by living through indeterminate situations can there be 
appreciation for anything finished or complete. Dewey describe~ 
_.,/ 
it thus: 
"That which distinguishes an experience as esthetic 
is conversion of resistance and tensions, of exeitations 
in themselves are,temptations to diversion, into5a move-ment toward an inclusive and fulfilling close." 2 
But these periods of completion or enjoyment must not be 
prolonged or there will be a tendency t~ escape from the 
cont·inuing character of life, with its pleasant and unpleasant 
experiences. Therefore," in order to really enjoy certain 
/ 
finished experiences, it is necessary to maintain a close con-
tinuity of man with experience. This conception of aesthetic 
value is based on his idea of experience as both fulfillment 
53 
and as initiation. This "aesthetic experience" of Dewey's, 
like all other experience, involves active response. 
54 
Edman 
has summariz.ed Dewey' s philosophy of art quite inclusively: 
52.~ •• p. 56. 
53. Irwin Edman, nDewey and Art,tt J'ohn Dewe:v:: A Symposium, 
Sidnaw Hook, ed., The Dial Press, N.Y., 1950, pp. 47-65., 
p. so. 
54. Ibid., p. 62. 
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nThe arts are modes of experiencing$ in which through 
the imaginative use of a medium, the organization of color 
light, line, sound, all the resources of the arts, the 
liveness of the live creature is enlivened, and his live-
ness given a vital order through form. The arts are modes 
o:f energy which . function as ways of communication. But 
the communication of art is something far d1:fferent than 
conveying practical information or stating general and 
abstract ideas.. Art comm:a.nioates by celebrating the 
qualities of human experience. Its celebration is through 
the delight of patterned energies, ordered experience. 
Art communicates because it renders available in clear and 
heightened unities the qualities o:f experience that are 
seen with absorption and hears as direct and as delight:ful 
The special way in which art communicates is through the 
operatio~ of imagination as Dewey conceives it. The arts 
present in each genuine (not merely academic and repetitiv~) 
instance, a new experience." 
Although Dewey's aesthetic theory, as his others, denies an 
Absolute, in that it is identified with the ever-flowing change 
of life, Edman believes that there is an aesthetic absolute in 
Dewey, nonetheless .. H~ labels it "experience in its integrity, 
a fusion of means with ends, medium with ~eanings, part with 
whole. /Art thus becomes a measure of success in civilization 
/ 
and in life and in wisdom. It serves as a model of what societ 
and life might approximate. Dewey's aesthetic philosophy, in 
the deepest sense is the culmination of his moral philosophy--
in the arts human beings achieve that intrinsic freedom which 
is the meaning, for Dewey, of demowacy, a free society in which 
intelligence functions. Art is intelligibility become an 
55 
immediate delight and freedom enjoyed./ 
I 
• 55. Ibid., p. 6s. 
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With respect to man's religious values, Dewey regards 
religisous .faith as something that men can and should have in 
common, uniting them in their basic enterprise o.f relating what 
together they experience as real with what together they hold 
to be ideal. God as the symbol .for this union of believers and 
as a name for the partial union of actuality and ideality, is 
56 
an object of loyalty rather than of affirmation. For Dewey, 
then, the consummation of values which the human-social experi-
ence achieves is analogous to those o.f traditional religion. Hi 
is a religion of humanism, immersed in human life and human 
values. · 
The stress of the social character of experience and 
thinking and life itself, by Dewey, certainly emphasizes the 
fact that social values are .fundamental in the philosophy o.f 
pragmatism. Dewey, although mindfUl of important values in the 
concept o.f the individual man, has· consistently pointed out the 
social, rather than the isolated nature of the individual. In 
57 
discussing the importance of the social view, Dewey has said: 
tt Associated or conjoint behavior is a universal 
characteristic o.f all existenees ••• Qualities of associated 
things are displayed only in association, since in inter-
actions alone are potentialities released and actualized •• 
The social, in its liuman sense, is the richest, fUllest 
and most de~icately subtle o.f any mode actually experi-
enced." 
Thus, an individual is dependent upon society, or rather social 
• relations, for living an individual life ie a process of inter-
56. John Dewey, A Common Faith, Yale Univ. Press, New Haven,l93 • 
57. John Dewey, 'ffsocial as a Oategory,tt The Monist, v. 38:2, 
pp. 161-177. 
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action with other individuals, forming communities of activity. 
In these interactions arise the individual social values of 
cooperation, self-denial, tempe~ence, bravery and courage, 
kindness and warmth, generosity and loyalty. From the other 
point of view, that of the group towards the individual, arise 
other social values that are aspects of the freedom of the 
individual to live and grow. The individual must be afforded 
by the gro.up certain civil, religious, academic, and recrea-
tional freedoms, all balanced by the opportunity to work whereb 
he may be a product! ve member of the group and attain self-
realization. No community group shoUld become so stratified or 
exalted that it is placed above the individual. Dewey feels 
that wihhin the political structure of democracy there can be 
58 
the best realization of social values. 
Summary.-- As a general summary of the philosophy of 
pragmatism, Kilpatrick makes a very comprehensive statement in 
the Forty~first Yearbook of the National Society for the Study 
59 
of Education: 
ttThis philosophy is the method of modem scienee so 
generalized as to deal with all aspects of life. It 
starts with experience as we meet it iR the varied phases 
and aspects of living.· With our considerable social in-
heritance, we watch life and note that some features are 
less satisfactory than others.. From thts we project ideas 
for improving life; we try out these proposals watching th 
results and thus try to correct and improve our proposals. 
As we continue this, we build ideals of the good life and 
ideas as to how to act with a view to the bett.er attainmen 
of these ideals." 
58. Dewey, Democracy and Education, Ch. VII, uThe Democratic 
Conception in Education .. u _ _ 
59• William Heard Kilpatrick, t'The Philosophy of Education from 
the Experimentalist Outlook," Philosophies .2! Education, 
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Education, ·1942, ppl' 39-86, p. 85. 
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2.. Pragmatism and Education 
Contrary to the usages of other philosophers, the pragma-
tist has given education primary consideration, chiefly because 
of the influence of John Dewey, who actually teamed philosophy 
and education together when he defined philosophy as .:irthe 
general theory of education as a deliberately conducted prac-
60 
tice." Dewey's classic formulation of his conception of edu-
cation is that"it is a proeess of growth through the continuous 
61 
reconstruction of experience." 
The importance of education in this philosophy is due to 
the emphasis of epistemology and soeial. values. Education 
becomes the instrument for attaining those values ~et forth in 
the preceding section. It would appear, then, that educatie>m 
exists to maintain and improve civilization and that to do this 
del.iberately--thoughtful.ly and intelligently--critical consider -
tion will be necessary as to what kind of civilization to 
approve and seek. It bein$ granted that a democratic society 
is the approved kind of civilization, then such a society must 
have its own distincitive educational system. This educational 
system must center 11 on the cultivation of intelligence rather 
62 
than subnission to authority." Thus, according to Dewey, 
education is a social process and cannot be separated from the 
total. character and tasks of' society. 
Cf. p. 5· 6o. 
61. 
62. 
Dewey, Demo craey_ ~ .. Education. . 
John L. Ohil.ds, "Job.ri Pewey and Education, tt ~ l9ewey;: A 
Symposium, Sidney Hook, ed., ~he Dial. Press, New York, 1950 
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~ Role ~ the School.--. The role of the school in this 
pragmatic concept of education has assumed great importance. 
In the school must be concentrated all those activities which 
help and teach the child to share -in the process and the foster 
ing of civilization. As a special form of environment, the 
school has been entrusted by society with the function of 
assimilating ~he worthy features of the community, of eliminat-
ing the unworthy, and of balancing the d.1 verse and contradictor; 
social tendencies characteristic ·or modern civilization. The 
more the child feels that the school is an institution in which 
he can grow and work in connection with natural tasks such as 
life requires, the happier and more productive he will be. 
When the school has become a microcosm of society, then the 
child will find himself in concrete social situations which wil 
motivate him more effectively than mere verbal abstractions or 
63 
extraneous discipline will. So education in such a school 
becomes n a process of living and not a preparation for future 
64 
living." Such a school requires a much finer understanding 
of the child's life and of individual differences than the 
old formal and disciplinary training. 
~ ~ of ,ill Pupil.-= In general, the students of a 
-
classroom are considered to be individuated aspects of the 
ever-flowing stream of' the life process. In school life they 
are distinct and concrete centers of experience who must be 
63. Ulich, ~· ~., P• 318. 
64. John Dewey, MI Pedagogic Creed, A. Flanagan Co., Chicago, . 
1910 • 
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guided so that they will be- able to take part in the all-
encompassing flow of life. This concept considers the pupil 
both ~ social and an individual being • 
The pragmatist considers the biological aspect of the 
pupil, that he is an active organism, not waiting for impres-
sions to be made upon him, but always reaching out to engage in 
the flow of experience. The psychological and sociological 
aspects are also considered. Thus, in addition to being a 
biological organism, he is an organism who participates in 
. 
meanings and therefore has value experiences which animals do 
not have. The rise to thi~ level of value experience is 
65 
described as the evoluti0n of selfhood in the human species. 
This evolution of selfhood follows the pattern of individual 
growth; first biological birth and growth at tn.e physiological 
level; then the acquisition of language and his initiation 
thereby into the communication of meanings between individuals 
~nd groups; and iast of all the emergence of selfhood which is 
66 
really the focus of conscious experience. An understanding of 
this proeess is essential for an understanding of the pupils 
who mingle in the educational institutions of society. The 
implications. of this role of the pupil for eduation is that it 
should be grounded in the interests, the needs, and the 
purposeful activities of the child. 
65. Dewey, ~mocra2Z and Education, pp. 444-447. 
66.- Ibid • 
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Thus, it can be seen, that the pupil plays a very importan 
role in the process of education. He is the recipient of life' 
experiences, and in turn is the instrument by which society may 
achieve improvement and progress. 
The Role of the Teacher.-- Because "education is ••• a 
67 
fostering, a maturing, a cultivating process," it is a proces· 
of growing. But more than just physical growing it implies the 
transmission or development of beliefs and attitudes. But "the 
required beliefs cannot be hammered in; the needed attitudes 
68 
cannot be plastered on." The child must know what is being 
done and must share in the process. Thus, ~the only way in 
'. 
which adults consciously control the kind of education which 
the immature get is by controlling the environment in which th~ 
. 69 -
act, a.nd-.h&Ree-think and feel. 11 "Setting up conditione which 
stimulate certain visible and tangible ways of acting is the 
first step. Making the individual a sharer or partner in the 
associated activity; so that he feels its success as his eueces!, 
70 
its failure as his failure, is ·the completing step." 
The teacher is then a guide and director of the purposeful 
activities of the pupils, taking into consideration the indivi-
dual growth of the child together with his social growth. He 
does not try to imp~ant knowledge but tries to develop capable 
and independent thinkers through us~ of experimental methods. 
67. Dewey, Democracy and Education, p. 12. 
68 •. Ibid • ., p. 13. 
6 9. Ibid • , p. 22 • 
70. Ibid .. , p. 16f. 
70 
~I 
This development of the mind goes back to the pragmatic 
71 
concept of mind. According to Childs; 
''Mind is not inborn, it does not unfold from within 
according to a predetermined pattern, nor can adults besto~ 
mind upon a child. Mind is acquired through a continuous 
process of interaction with physical and social affairs, 
a process in which old meanings are reconstructed and 
expanded, and new powers of control are developed and 
matured. Hence miild is something that eac}:l. child must 
achieve for himself." 
On the basis of this concept, the most that teac~ers can dole 
to provide the conditions that will stimulate and·encourage the 
young to engage in the kind ~f purposeful functioning that 
results in the growth of the mind. Theycan try to build self-
directing personalities by making the classroom child-centered 
rather than teacher-dominated. In this way, by practicing the 
democratic conception of education, the teacher becomes a guide 
for the pupil towards beeoming·a fUnctional member of a demo-
erati.e society. 
'*he Pragmatic Aim of Education.-- The pragmatist is con-
cerzfe.d with one generalized aim of education, supplemented by 
several specific aims, goals, or values. The general aim is 
based on the pragmatic concept that objectives are really 
specific to each learning s1tuat1o~ or experience, and once 
achieved give way to new objectives. Thus, every experience 
leads era. .:to another, so it woul.d. seem that t<hl.e purpose of educa-
tion is to give the learner experience in effective experiencing 7~ 
71. ChUds; 11 Job.n Dewey and Education, n p. 155. 
72. William Heard Kilpatrick, "Dewey's Philosophy of Education, 
Educational Forum, 17:143-54, January, 1953, p. 149. 
71 
What the pupil actually gets f'rom education is- practice in 
coping with the indeterminacies of experience. As the pupil 
gets more practice in experience he attains mqre efficiency. 
Since lif'e is primarily social f'or the pra~atist, this ef'fici-
eney must have a social emphasis. Thus, it might be said the 
ef'f'ect1 veness in mainta.in~ng social relations of' all kinds, or 
73 
social ef'ficiency, is the general pragmatic aim of' education. 
Upon this basis, Dewey says, "Educat_ion has no end beyond it 
Since education is made of' II growing experiencesff then education 
is growth. 
With regard to specific aims, such as teaching a child to 
spell correctly, Dewey bases these aims on the growth of' the 
child, rejecting f'ormal drill, and emphasizing the necessity of' 
the teacher to help the child to grow in attitude, insight, and 
' f'ormat.ion of' ideals, that he will on his own responsible initi 
tive follow new purposes, until he may in time 
of spelling. The concept of interest and will here implied wil 
be discussed in a separate section. Dewey f'eels that these 
specific goals are important for the specific task at hand, bUt 
they are not absolutes. Actually, they are not really aims, 
"' bUt rather II SUggestions • e .,as to hOW to Observe, hOW to look 
ahead, and how to choose.in li'berating and directing the energ1 
75 
oi' the concrete si tuat1ons in which they f'ind themsel vee$" 
V 73. Bu1aer, op. cit., pp. 462-464. 
7 4. Dewey, Democracy .!:!!.9- Education, p. 62. 
75. Ibid., p. 125. 
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:Dewey's main concern with regard to aims in education is 
. 
the hurtful quality of ~~rnal aims. ttA true aim is opposed 
at every point to an aim which is imposed upon action from 
without. The latter is fixed and rigid; it is not a stimulus 
to intelligence in the gi'ven situation but is an externally 
- - 76 
dictated order to do such. and such things. 11 According to 
Dewey, 11 to have an aim is to act with meaning." 11 It is to 
'-
mean to do something and to perceive the meaning of things in 
77 
the light of that intent.n Thus, education is "intentional 
purposeful activity controlled by perception of facts and their 
78 
relationships to one another.~' In this way only can every 
"growing experience" have n intrinsic significance. n 
Kilpatrick explains in concrete terms the pragmatic aim 
of education as more education. He says that by this aim 
Dewey means: 
"(1) that forcing rormal drill and the like upon an 
.unready child is so external and alien to the child and 
accordingly so hazardous that education should not be 
subordinated to any. such procedures ••• (2) that what we are 
to0seek is such child growth, internal growth, as will 
bring continual increase of meanings in and from what is 
done and control over the process of doing. These two 
increases can, under wise guidance, be expected--so far 
as such is humanly possible--to take care of all the 
proper aims which parents and teachers have for their 
children .. ''79 . 
In other words, the aim of education is such growth as 
does lead on to further desirable growing and this in all 
76. Ibid., p. 129 •. 
77. Ibid., P• 121. 
78. Ibid., p. 120. 
79. Kilpatrick, "Dewey's Philqsophy of Education, 11 p. 151. 
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desirable directions. In this sense, education has no other 
end or aim except 11 more education." 
. The Pragmatic Process or Education.-~ The educative pro-
cess is based on the pragmatic epistemology and logic, thus the 
experimental method is the method of learning. The dynamic 
outlook places learning in the midst of activity in experience. 
The implication for teaching here is that in ·order for direc-
tion to be given to an experience toward growth, the teacher 
must 8egin with experiences which are already going on. 
Just as there is a cycle of knowledge, there is a cycle of 
learning, both based on the experimental method, or problem-
solving. The first stage of the educative cycle is a felt 
dirriculty, or problem. The earliest task of the teacher is to 
help the members of the group to examine indeterminate elements 
intently enough to come to see the problem or problems which 
they constitute. From this first step arise the interest of 
the pupil, for they are rooted ~n the relation of the student 
81 ~ 
to the tensions of his experience. When a person has a prob-
lem, he is already interested because he is in a state of 
tension which needs to be resolved, and hie interest is attachec 
to possible resolutions. 
Before we continue with the next step in the learning cycle, 
let us consider some of the pragmatic coneepts that are inheren~ 
in making up the cycle, Dewey's definition of learning is 
80. John s. Brubacher, ed., Eclectic Philosophy or Educat!2n, 
Prentice-Hall, New York, 1951, p. 322. 
81. 112!.9:·, p. 121. 
-
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"the power to retain from one experienee something whieh.is 
available in coping with the difficulties of a later experience 
The conditions for education are, aecording to Dewey, 11 things 
as they enter in action." This statement has implications for 
the subjeet matter and tools of education. The school must 
deal with things and not rely solely on books, but the things 
must enter into actione Thus, school life must include chil4re 
in action with things and the action must be the pursuit of 
purposes, much of the time group purposeful. activity~ :-The 
actual subject matter, by Dewey's definition, is uidentical 
with all the objects, ideas, and principles which enter as 
resources or obstacles into the c&ntinuous intentional pursuit 
83 
of a course of action.'' Thus, in the pursuit of' a purpose, 
in attempt.ing to solve a problem, the pupil will f'ind some 
things to use as resources. From this prem2se we arrive at a 
definition of the verb "to study.n Study means the thoughtfUl 
attempt to deal constructively with actual situations, how best 
to find and utilize the resources, and how to overcome obstacle 
84 
in attaining purpose. So, the subject matter is just what is 
taken into account in study. Another important concept is that 
interest and effort are inherently related, one leading natural-
ly to the other, and that out of interested effort the diseip-
85 
lined character naturally results. ~he implications for the 
~ 82. Dewey, Democracy and Education, p. 53. 
83. ~., p. 162. . 
... 
84. Ibid. 
85. 'JOiiii Dewey, Interest ~ Effort in Education, Houghton-
Mifflin Co., New York, 1913 • 
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school are that the interest resources of children shoUld be 
used and their resulting efforts should be guided along con-
structive lines to achieve a disciplined character. 
86 
To continue, now, with the educative process, Kilpatrick 
describes the cycle in concise terms thusly: 
"As we study experience we find a certain factor at 
work that we call learning and we see that this can be so 
directed as to help effectiyely in the pursuit of the 
good life. We further find, contrary to much previous 
thinking, that present learning is an essentia1Ningred1ent 
of present on-go.ing experience. And still turtli.er, we 
find that each child learns what he lives. Finally, 
what the child learns he builds into character. With such 
a conception of learning in relation to living and charac-
ter building, we conclude that school should be a place in 
which the best possible living should go on and out of 
this living the child builds character. In a democracy 
it is sel~-direeting personalities that we try to build--
the, kind that can carry forward life more successfully ·in 
a developing world. Such a world calls for the experimen-
tal outlook and an experimentally directed education." 
With all the foregoing in mind, and using the steps of the 
experimental method of thoug~ the following may be set down as 
the pragmatic method of learning: :: 
1. The pupils must "have a genuine situation of experienc " 
in which they are 11 1nterested for its own sake" 
2. "A genuine problem must develop within this situation!' 
3. They must have or find n the information and make the 
observations meeded to deal with it" 
4. They must be "responsible" both for thinking up the 
11 solut1ons" "and :for developing them in an orderly 
wayt' 
5. They must have the "opportunity and occasion tou 
test by application resulting ideas in order to 87 
make their meaning clear and discover their validityrt 
86 .. Kilpatrick, 11 The Philosophy of Education from the Experi-
mentalist Outlook, 11 p .. 85. 
87. Dewey, Democracy and Education, p. 192. 
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Some Social~ Moral Aspects.-- Before going on to the 
actual pragmatic instrumentation of the pragmatic method of 
education, some further remarks should be made concerning the 
. 
pragmatic concept of education. Because of the inherent 
characteristics of th~ experimental method, and because of the 
democrati~ basis of our society, the school must allow for 
intellectual freedom and the development of different interests 
and gifts. With regard to the moral aspect of education, 
Dewey says, "Morale concern nothing lese than the whole charac-
88 
ter." Accordingly, 11 all the aims and values which are desir-
able in education are themselves moral. Discipline, natural 
development, culture, social effici.ency, are moral traits--
marks of a person who is a worthy member of that society what 
89 
it is the business of education to further." 
3. .Pragmatic. Methodology 
Basic Tenets.-- (1) Pedagogy must be based on a philosoph 
to give aim and purpose to education. ttsince purpose gives 
direction and meaning to every educational undertaking, it 
follows that method apart from purpose lacks both directionand 
meaning; ••• that method, like knowledge, must be conceived, 
90 
applied, and appraised in terms of purpose." The pragmatic 
philosophy, because its principles are so closely associated 
with democracy, is best suited for a basis of pedagogy. In 
88. Dewey, Democracy and Education, p. 415 
89. Ibid., p. 417. 
90. commission on the Social Studies in the Schools, Conclusion! 
and Recommendations of the Commission, American Historical 
- ::T- 6 Association, Scribner s, N. Y., 1934., P• 9. 
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practical terms, the pragmatic aim of education is the building 
of character of the kind. demanded. by democratic living--inclusi e 
c~aracter. This character must be of the kind. to make the 
individual self-directing, sensitive to the needs of people and. 
of society and. to obligation to act on these needs; it must be 
informed., intelligent, and. thoughtful. This means, of course, 
, 
that the individual must have knowledge, to be used primarily 
for better thinking and. consequent better acting (not merely 
for personal enjoyment or social scale improvement.) Such is 
the general pragmatic aim of education.. This ultimate aim can 
be realized. only by living the proper content of that character 
until that content, through the process we call learning, 
becomes fixed in the structure we call character. Thus, 
teaching, in order to develop the ultimately desirable behavior, 
must aim directly at helping the growing person to live at the 
present time in such a way that the ultimate aim will be realize~. 
Kilpatrick has listed eight traits of character as specific 
91 
objectives for pragmatic methodology: 
1. 
2. 
3. 
4. 
s. 
6. 
7 .. 
8. 
A normally adjusted. personality 
Practical common sense in facing the varied. situations 
of life 
Acting on thinking 
Commitment to and skill in cooperative group discussion 
and decision, as a means both to improvement of ideas 
and. to carrying them out in life 
Regard. for the rights and feelings of others; respect 
for personality, beginning with classmates and extending 
to all. 
Attitudes of responsible citizenship 
A variety of interests and sources of finer enjoyment 
Ideals, standards, and principles of action 
91. William Heard Kilpatrick, PhilosoEhY of Education, The 
Macmillan Co., New York, 1951, p. 428. 
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(2) ·The proper implementation of the objectives of educa-
tion is the pragmatic theory of learning. The use of this 
theory in educational methodology implies a reform in education. 
The basic concepts of freedom, now, variety and newness of the 
cycle of learning indicate that there must be more plasticity 
in teaching. Effective teaching will be guided by the flow of 
these cycles, and the unit of study will be marked by the oom-
92 
plate cycle of experience in learning. In this way learning 
will transcend the artificial unit of a class period, will go 
beyond the walls of the period itself and be "fused" and inter-
related with all other experiences which constitute school life, 
and even beyond. Thus, the inclusive method will be concerned 
with building and executing such units of study. 
But within this all-encompassing methodology a number of 
other methods will be included, some of them at times not 
appearing at all different from traditional methods but actually 
their effect being different because of their functional 
context in the unit of study r from the standpoint of the 
student. 
Creative and constructive projects are employed to a 
great extent in this methodology, mmny of them within the 
school, many of them beyond it, some'of them individually pur-
sued, others common social efforts of the whole class. 
Discussion will have an important place, for it constitutes 
a means by which group thinking can go on, not only in the 
92. Butler, .QE• .QU., pp. 465-66. 
79 
classroom but also in the life of the community. Discussion 
is especially important in the early stages of the learning 
cycle when problems are being identified and defined. 
Facts and subject matter are important only in relation 
to the unit of a particular cycle of learning. .In the search 
for -facts to solve some problems there is opportunity for 
excursions, laboratory work, library research, etc. Thus, 
··. . . 
'this method is not content-centered, but it often involves 
. , ~ 
a greater subject-matter than would be considered generallr. 
But all this will take place from the point of view of 
the child, his nature, his individuality, and his· development 
as a social being. From this general discussion of the 
pragmatic method.it can be seen that the school is conceived 
as ·a place of 11 ving for the pupil and teacher both, amiero-
cosm of society - a demqcratic society. 
(3) Methodology cannot be conceived as a separate discip· 
line, but must be conceived within a frame of reference, or a 
field o:f thought :for it to become a relevant aspect of purposea 
fUl activity. This paper puts pragmatic methodology within 
the frame of reference of the social studies, where this 
basic tenet becomes immediately evident because of the very 
nature of the social studies, which are a "system and flow of 
94 
thought .u 
93. Ibid. 
94. Charles Austin Beard, The Nature of Social Sciences, 
C. Scribner's Sons, NeWYork, 1934, p. 7. 
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Thus, it can be seen that the basic tenets of a pragmatic 
~ethodology are that (1) it must have purpose and aim, (2) its 
purposes must be implemented according to the pragmatic theory 
of learning, and (3) it must be used within the framework of a 
specific field of thought. 
Methodology, then, with the pragmatic concepts of action 
and interest, becomes dynamic and social in character. It 
becomes a way of ordering the total development of a child's 
powers and interest. It shows a way for the teacher to help 
the child express himself constructively in relation to the 
tasks falling to him from his sharing in the life of the school 
and the community at large; to help him control his action for 
the purpose of greater effectiveness; to discover his interests 
and regard them as signposts indicating his future development; 
to use examinations for testing his social fitness, not for 
95 
checking on externally acquired knowledge. 
In summary, the pragmatic methodology can be considered 
as having four major principles: 
(1) The teacher works constantly towards the finest and 
most inclusive aims o~-~L~~e, depending on pupil maturity and 
development for extension of these aims into everything done in 
or out of school. 
(2) The teacher considers the school as a place of living 
where teacher and pupils work together for the finest quality o 
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living. The implications here are for the organizations of 
materials in the field of study, looking to the cycle of 
learning and nature of the pupil for this organization. This· 
means that stratified subject-matter teaching is change to a 
complete program based on the continuity of child growth from 
the beginning to the end of the formal schooling period, with 
the unit of study transcending the formal subject~ 
(3) The teacherspatterns her methodology according to 
the principles of interest and purposeful activity. She starts 
where the pupils are in interest, but guides so as to build new 
interest, new knowledge, skills, attitudes, ete. She stresses 
pupil purposing, initiating, creativity, and responsibility. 
(4). The whole process is run on a democratic basis and 
respect for personality. This implies the concept of indivi 
differences, freedom of thinking and choice in the educative 
process, and development of a social 
i 
... 
1. 
) 
9y·· 
individual ~ 
I / . 
§6. Kilpatrick, Philosoph'! of Education, p. 429. 
CHAPTER IV 
SURVEY OF METHODS EMPLOYED IN,TEACHING THE SOCIAL STUDIES 
1. Materials of the Survey 
This study--thus far a problem defined and qualified-- in 
order to p_roceed according to the pragmatic concept of problem 
solving, must collect data as the next step in the problem-
solving process. This chapter, in its concern with such a step, 
deals with the collection of certain data to determine in a 
general way the methods used in the teaching of the social 
studies today. 
The general method of data collection was by survey. The 
materials used for the survey were the following: 
1. Thirty-two representative textbooks chosen for analysis 
from a group of 41 which were reviewed. They range in years of 
publication from 1926 to 1952, but half of them are within .the 
period 1948-1952, with six taken from the year 1952. Thus, it 
can be seen that the emphasis is on the present situation. The 
reasons for using publications back to 1926 were to obtain a 
picture of the general trend and also to reach the primary sourcE s 
of some of the important method patterns. 
2. Seventeen educational periodicals and various yearbooksl 
pamphlets, bulletins, and other current literature. Of the 
sixty article from periodicals which were analyzed, only five 
are prior to 1945, and the major emphasis is upon the last five 
years. 
3· Several survey and critical studies in the field of 
social studies methodology. Included here are such famous 
studies as the Eight-Year Study and the Stanford Social Educatio 1 
Investigation. 
4. Course of study materials dealing with the social studi~s 
representing information from twenty-four state departments of 
education and twenty-five specific secondary school systems, 
giving a total picture of practices in thirty-five different 
states in all sections of the country. A total of sixty-four 
publications from either city or state departments of education 
was analyzed in this section of the survey. 
2 • Method of the Survey 
Classification of Methods of the Social Studies.-- Before 
a survey of methodology can be made, it is necessary to come to 
some sort of understanding as to the classification ~f methods. 
Because educators use so many labels and slogans concerning 
method, the terminology has become exceedingly confusing, and 
consequently, it is impossible to be at all precise in making a 
survey of current methods~ Each writer has to define the essenc 
and scope of whatever method he is discussing. Especially in 
this study, where the broad pragmatic outlook on method is under 
discussion, does such a difficulty arise.· Method is interwoven 
1 
with so many factors in the educative process and is ~omposed 
of so many diverse elements, that a classification of method can 
1. See Chapter I, p. 8. 
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come from almost any point of view, and the literature shows thet 
it doe~, causing a great deal_ of overlapping and confusion. Moet 
of the educators realize t~is problem and have offered various 
2 
solutions. Wesley has attempted a classification of method 
according to 1ts basis. Methods can be based on equipment, 
approach to social realities, organization of material, teacher 
purpose, pupil purpose, pupil participation, etc. This list · 
seems to have no core of identity, just a list of educational 
factors, and the methods listed under each categ?ry are dupli-
cated over and over again. However, Wesley has based his 
classification on a list of seven elements of method which, 
according to him, include all the basic aspects of the teaching 
process.· They are: (l) talking, (2) picturing, (3) demonstra-
3 
ting, ( 4) gesturing, · ( 5) writing, (6) reading, and (7) guiding. 
Wesley tells us that the most frequently used methods today are 
4 
composed of various elements drawn from his categories. It is 
the particular combination of these elements which make up the 
distinctive method patterns which have become labeled in the 
field of social studies and education in general. The name of 
the method is derived from the point of emphasis, which shows 
their values for different purposes. Herein lies the focal 
point of the whole matter. However, the writer shall give some 
other views on classification before discussing this focus any 
further at this point. 
2. Edgar B. Wesley, QP. cit., pp. 427-429. 
3. ~., p. 426. 
4. Ibid., p. 429. 
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Wesley's list of methods, showing points of emphasis is 
signifieant to this stud! a.nd should be noted in detail here: 
. . 5 
Method 
Topical 
Unit 
Textbook 
11 SOME SPECilVlEN'METHODS 
Point of Emphasis 
Synthesized content 
Understanding of significant units 
Content 
Question and Answer 
Lecture 
Clarification an.d drill 
Authoritative presentation 
Different~ated achievement 
Differentiated assignment 
Achievement through equipment 
Experience in solving problems 
Experiential learning 
Facilitation of learning 
Social cooperation 
Contract 
Block 
Laboratory 
Problem 
Project 
Directed Study 
Socialized 
Developmental 
Source 
Pupil growth 
Development of critical faculties" 
To give some indication of the diversity of classification 
of method attempted, here is one that has used a completely 
different approach, which in itself sounds completely logical 
and sound. It is classified aceording to standard procedures, 
listing the various method patterns which fall into each 
category: 
6 
"STANDARD PROCEDURES 
Individualized Procedures 
Laboratory Method, Dalton Plan 
Socialized Procedures 
Problems and Projects 
Supervised Study 
Socialized Recital 
Inductive Procedures 
Herbartian Method, Case Method 
Oral Procedures 
Drill and Review Procedurestt 
It can be noted that the method patterns in essence are 
5. Ibid., p. 430. 
6. ~-~~~~e:ws~n,_ Te~~hing ~ Social Studies, The Macmillan Co., 
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similar, but are grouped according to a concept of basic proce-
dures. This obviously has great merit for certain consideratio 
but such a classification would not best serve the purposes of 
this paper. A primary concept in the development of problem 
solving is that throughout the process of research the specific 
and ultimate objectives of the problem must be kept constantly 
in mind. In this paper, it will be remembered that the collec-
tion of this data is for the specific purpose of making a gener 
comparison with a set of concepts for a general purpose of show-
ing the influence of these concepts on a particular phase of 
education. The ultimate purposes of this paper need not be 
discussed here. Therefore, it is essential that the survey of 
material be from such a point of view as will make for logical 
comparison. It will be recalled from the discussion of methodo-
logy in Chapter·I and from the discussion of the pragmatic con-
cept of method that method is to be conceived from such a broad 
out~ook that it is inextricably concerned with every phase of 
the educative process, notably, objectives, content, organizatio 
of materials, etc. As Kilpatrick says, method is concerned with 
the total situation. The strong implication here is that it is 
not the particular pattern of method that is important but the 
quality that is important-- in other words, the underlying basis 
and the skill with which it is used in the appropriate situation 
Thus, patterns of teaching which are theoretically different 
may contribute to similar goals when employed by skillful 
7 
teachers. 
7 •. J. St~les, ninstructional 
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According to many educators, it is possible to identify the 
quality of a teaching method. This is based on the pragmatic 
principles of methodology. The quality of a particUlar method 
of teaching is determined by (a) the purpose it seeks to serve; 
(b) the theory of .learning upon which it rests; and (c) the 
extent to which it is adapted to the varying needs and abilities 
8 
of members of the instructional group. Certain patterns of 
method more readily permit or encourage the existence of a 
quality of instructional procedure most adapted to these prin-
ciples. But, the collection of the data itself will not tell us 
this. It remains for the next step of analysis and interpreta-
tion to reveal-these principles. 
Elements of Method in the Social Studies.-- To return to 
the immediate problem of classification, we now are clear on the 
path we must follow. How best can the data be classified to 
lend itself to such an analysis. In the opinion of the writer, 
and, unfortunately or not, it must rest with the writer, since 
there is no vestige of agreement or standard basis in evidence 
at the present time, it will serve the best interests of the 
paper to survey the materials on the basis of elements· of method 
elements being• .. considered as phases in the total educative situ-
ation as they apply to method. Of course, consideration will 
have to be given to general classifications into which the 
various groups of material fall, but within these general cate-
gories, the materials will be analyzed for the following element~ 
that make up methodology: objectives, content, learning ex-
8. Cf. p. 81. 
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experiences, techniques used in the learning experience. To be 
practical, it will be necessary to take into consideration the 
labels of the most frequently used method patterns, and discus-
sions may be from that·point of view, but it will be borne in 
mind constantly what the elements ar~ and an attempt will be 
made to place these labels within the proper elements regardless 
of how they are used in the materials~ 
As has been pointed out, the loose terminology so prevalent 
in the field of methodology makes it necessary for each writer 
to define his terms as used in his own work. Thus, one more 
step is necessary before a summary of the general method used in 
the study can be made. A brief discussion is necessary to 
qualify the elements of method as conceived for this study. 
I 
1) Objectives of the Social Studies as an Element of Metho • 
The importance of objectives in relation to method has been 
-discussed at length in the previous chapter. The specific fac-
tors to be considered are: Do objectives agree with the school' 
philosophy and democratic principles? Are they formulated by 
those who use them? Are they stated behaviorally? Are they 
organized into a meaningful pattern? Objectives serve no pur-
pose unless .they are translated into actual classroom practice 
and unless situations are provided in which student behavior as 
9 
defined in the objectives can be developed and observed. 
2) Organization of Content ~ an Element of Method.--
Method is dependent upon the content of the curriculum because 
9. Cf. p. 71. 
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it determin~s the frame of reference within which the teacher 
operates. The content is so inextricably bound up with method 
that the basis for analysis of both content and ge~eral method 
must be considered at the same time. Organization in general 
then is based upon scope and sequence. Scope is the bre~dth, or 
10 
the nwhatn and sequence is the 11 when11 of organization-. . Scope 
defines the curriculum vertically, usually in characteristic 
terms such as needs, recurring problems in the lives of youth, 
or the areas to be stressed. Both scope and sequence work 
towards the objectives, one vertically, the other horizontally. 
Some methods of determining scope are: textbooks, subject-
matter areas, in terms of purposes or outcomes, themes, areas of 
human relationship, basic social processes, or basic social 
functions. Scope refers to the planning of learning experiences 
for each year on some basis, as in pragmatism, on the pupil's 
. 
needs and levels of maturity. Sequence refers to what shall be 
emphasized at each gr·ade level. Traditional sequence rests in 
logically organized subject matter. Pragmatic sequence rests 
upon such principles as proceeding from the simple to the com-
plex. This principle is based on the concept of education as a 
developmental process and of the individual as a maturing indi-
vidual personality; it provides the basis for placing the 
emphasis in the elementary grades on tools and techniques and 
in the secondary schools on immediate social relations. This 
11 
principle is often referred to as the cultural pyramid. 
10. Isaac J. Quillen end Lavone A. Hanna, Education for Social 
Competenc~L Scott, Foresman & Co., N.Y., 1948, p:-7o. 
Ih:lfl n _H?_ 
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Another principle is that of proceeding from the immediate to th 
remote. This principle is based upon the belief of emergence of 
selfho~d described in the preceding chapter and implies that as 
~ the child gets older he becomes pro~ressively more interested in 
himself and an ever-widening environment. Another principle is 
that of proceeding according to student interests. According 
\ 
to this principle,. an attempt is made to uncover the problems 
and activities which are of particular interest to students at a 
specified grade level and to use these interests in planning the 
sequence. On the basis of interest pat~erns, problems and units 
may be allocated to certain grade levels. It should be mentione~ 
that there are other ways of determining sequence, one important 
traditional type being determined by logical analysis of the 
subject field. Sequence should be comprehensive, continuous, 
and flexible. The different types of organization will be dis-
cussed in more detail in the section surveying textbooks, but, 
for illustration some can be mentioned here~ s~parate-subjects 
organization, traditional according to subject or discipline; 
broad fields organization, combines or fuses the various separat~ 
subjects in a field, organizes content in a continuous sequence, 
and is based on the pragmatic coneept of integration; general 
education or core curriculum, cuts ac~oss subject-matter boun-
daries and emphasizes areas of human relationships, social 
functions and social processes in accordance with the emerging 
12 
needs of youth. 
12. Ibid., Chapter III 
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3) Organization of Learning Experiences ~ an Element of 
Method.-- Method is dependent upon organization of learning 
experiences. It will be remembered that Dewey advocated organi-
zation by unit. This word has been so misused in the field of 
education that it can mean almost anything. But, _whatever the 
meaning, it seems that unitary organization has become the usual 
12 
way of organization of social studies. Michener and Long, in 
their study of the literature, found that most writers agreed 
that 11 a social studies unit, whether for teacher or student, is 
an organization of information or activities focused upon the 
development of some significant understanding, attitude, or 
appreciation which will modify behavior.u The focal point aroun 
which the unit is made are many: generalizations, a social 
process, an experience, a problem, an activity, an interest, a 
13 
need, an aspect of the environment, or a life situation. Our 
major concern will be with the types of units, which depends al-
most entirely upon the approach used. The major classifications 
of approaches are chronological, topical, or problem-solving. 
4) Techniques of Teaching as ~ Element of Method.--
Finally, through a consideration of the objectives, content and 
learning experience organization, and the approach, we come to 
the methods of developing the learning experience, sometimes 
called unit methods. Several different methods have been iden-
~ tified, concerning which more will be sai~ in the survey itself. 
12. James A. Michener and Harold M. Long, The Unit in the Social 
Studies, Harvard Workshop Series No. 1, Harvard Graduate 
School of Education, Cambridge, 1940, p. 1. 
Quillen and Hanna, o]::1. cit • , p. 108. 
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General Procedure of the Survey.-- On the basis of the fore 
going delimitation, the survey of the above-mentioned materials 
was made. Since the survey of the general textbooks gives de-
tails of the elements of method above outlined, that section 
will be discussed first. It is believed that such an arrangemen 
will make the remainder of the survey more concise and less repe 
titious. The current literature was ~lassified according to the 
emphasis of the articles and then analyzed according to the 
elements of method. The courses of study, because of their 
typical construction, lend themselves well to the type of analy-
sis adopted for this study. It should be pointed out that all 
the materials may be divided into two other classifications: 
(1) those that are proposals of practices, and (2) those that ar 
actual practices. 
3. Te~tbooks on the Teaching of Social Studies 
The books in this survey group fall into two general classi 
fications; 
1. General textbooks which describe and criticize all 
practices in the teaching of social studies. In this category 
the books range from 1927 to 1952. Some authors may show a 
preference for a particular point of view, whether organizationa 
or procedural, and may be implicit or explicit. Others are im-
partial and favor an eclectic view. 
2. Textbooks which favor a particular point of emphasis in 
current practices, or advocate some special movement. Aside 
from Morrison's 1926 publication on his unit method and three 
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others to show trends, these books are published within the last 
five years. Points of emphasis are not really comparable in 
that some emphasize movements, some organizational plans, some a 
particular type of method. The core or general education empha-
sis seems to predominate in these years of publication. The 
thread of similarity throughout these books runs in the objec-
tives of education, differences in implementation. 
Ob.1 ectives of ~he Social Studies ~ related to Method.--
Without exception, .all the texts have set forth certain objec-
tives of the social studies. Some have devoted complete chapter~ 
to this phase of the educative process; others, especially those 
dealing with a specific program or method, have been more concis~. 
Regardless of the emphasis, or method of stating the~, the objec 
tives in essence point toward the.same goal: active democratic 
citizenship. 
The general textbooks tend to give impartial discussions of 
14 
various objectives and the relative merits of each. Wesley 
gives the nature and function of objectives by an analysis of th 
objectives of general education, which are both social and per-
sonal. He feels that the field of the social studies, as dif-
ferentiated from the various subjects, nshould emphasize those 
which stress concepts, skills, habits, attitudes, and qualities, 
particularly those which have a social significance •11 He lists 
sixteen social studies objectives for the field in general and 
seventeen for the study of history, eight for economics, ~en for 
14. Wesley, {f-2·· cit., Chapter VII, "Objectives of the Social 
Studies. . 
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geography, nine for civics, and nine for sociology. Objectives 
for the specific subjects are restricted to those that are in 
harmony with the nature of the content. His social studies 
15 
objectives are: 
1. To acquire and understand social concepts 
2. To develop study and reading skills 
~. To develop a wholesome personality 
4. To develop desirable traits 
5. To learn the techniques of cooperation 
6. To understand the interdependence of people and nations 
7. To assume responsibility 
8. To prepare for useful work 
9. To become a prudent consumer 
10. To become a participating citizen. 
11. To develop critical thinking 
12. To respect all races and groups 
13. To uphold democracy 
14. To cultivate esthetic and intellectual interests 
15. To understand social institutions 
16. To promote world peace. 
Wesley emphasizes the importance of objectives for the implemen-
tation of teaching, and that they should be adjusted to the 
particular school situation. Although some writers feel that 
the way in which objectives are stated is of prime importance, 
Wesley feels that the phraseology makes little fundamental dif-
ference; the important issue is the sincerity with which teacher 
and pupils accept them. The trend in social studies today is 
toward wider objectives instead of specific ones. 
16 
Contrary to Wesley, Quillen and Hanna emphasize the 
importance of stating objectives behaviorally and give many exam 
ples from various high schools. They discuss, in addition to 
social studies objectives, class objectives, unit objectives, an< 
15. Ibid., p. 125. 
16. Quillen and Hanna, QQ. cit., Chapter III. 
95 
~ 
.,. 
individual objectives. They are all stated in terms of the 
pupil's change in behavior und~r such general headings as under-
standings, attitudes, abilities and skills. According to this 
source, objectives, if stated in operational terms, will become 
a motivating factor both for the student and the faculty in all 
apsects of the educative process. 
A somewhat conservative approach to the objectives of the 
17 
social studies comes from Bining. He seems to be somewhat 
skeptical about the lengths to. which the 11 new psychology and 
modern scientific procedure" have gone in reorganizing the socia 
studies. Contrary to many educators, who feel that their philo-
sophy has been discredited for the most part, Bining feels that 
the present educational theory and practice has grown out of 
Pestalozzi, Froebel, and Herbart. In detailing their philosophy 
he puts forth and attributes to them the pragmatic concepts: 
"It (their philosophy) emphasizes pupil, at least in theory 
(note the ~eptical wording); regards learning as an active pro-
cess; considers interests of pupil individually and collectively 
lays stress on education as a consistent process of reorganiza-
18 
tion and reconstructing experience. 11 More will be said about 
Herbart in the discussion of the unit method under another sec-
tion. Bining 1 s conservative outlook can be seen from his stated 
19 
aims and objectives of the social studies: 
and David H. Bining 
17. Erthur Cecil Biningj Teaching the Social Studies in Secondar 
Schools, McGraw-Hill Book Co., Inc., N.Y., 1952, Chapter I. 
18. Ibid., p. 8. . 
19. Ibid., p. 11. 
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1. Teaching a certain amount of knowledge 
2. Development of reasoning power and critical judgment 
3. Training in individual study 
4. Formation of habits and skills 
5. Molding of desirable patterns of conduct • 
Do they not seem to be in terms of teacher purpose rather than 
pupil behavior? Although they take up the same matters as 
Quillen and Wesley, the phraseology seems to indicate a differe 
approach to the philosophy behind the objectives. Perhaps 
Quillen1 s stressing of phraseology is of import despite Wesley' 
statement to the contrary. Bining's book was published in 1952. 
It is interesting to note that an early advocate of the 
20 
laboratory method bases his method on utilitarian objectives. 
His stated aims come from a list drawn up by Edward P. Cheney, 
then (1924) president of the American Historical Association, 
21 
called 11 Law in History11 : continuity, impermanence, interdepen-
dence, democracy, free consent, moral progress. Laconic as thi 
list is, it surely places emphasis on the pragmatic approach. 
It might seem that those writers who emphasized a certain 
movement, type of organization, or particular method might have 
objectives couched in terms peculiar to their emphasis~ This, 
however, is not generally.the case. An advocate of the general 
22 
education type of organization devoted eight of nineteen chap-
ters in his book on the theory and practice of general educatio 
to the six 11 essential features of educational experience11 re-
stated as six u qualities of ·experience" that make the philosoph 
20 .• Dawson, 2..2· cit., p. 7. 
21. American.Historical Review, Jan. 1924. 
22. John P. Wynne, General Education in Theorx and Practice, 
Bookman Assoc., N.Y., 1952, p. 53. 
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of general education and tne aims of general education all at 
the same time. These ends are: 11 functional contingency, widen-
ing sociality, pervasive interest, creative originality, intelli~ 
. 23 
gent choice, reflective purpose. 11 Wynne's book is dedicated to 
Dewey, Kilpatrick and Bode, and references to Dewey throughout 
the book are many, so the evidences of pragmatism in his six 
11 qualities11 are not surprising. 
Another advocate of the core curriculum with a social 
24 
studies core gives his overall aim for the course as education 
for identification. He gives no lists of objectives but tells o 
25 
the function of social studies in this way: 
11 Social studies has the valuable educational function 
of revealing to the child where he is in time, space, and 
society, and the relationships that link the present with 
the past is the study of relations and interrelations--
historical, geographical and social -- and so provides the 
young person with that basis of public knowledge and 
orientation to life without which he is left unaware of the 
significance of study, his personality is denied the means 
o.f integration, his interest left unstirred and his energie 
untapped. In addition, a broad Social Studies course pro-
vides a core of knowledge, experience, and insight around 
which other subjects, at whatever degree of specialization, 
may be built up in a coordinated way." 
11 A modern social studies course reveals to (young 
people) facts and relationships that enable them to identi-
fy themselves with the labours, achievements, and adventure 
of mankind." 
From another point of emphasis, education for life adjust-
ment, we get objectives that are in essence the same as the 
general ideas set forth in the majority of the books in this 
survey. From a statement prepared for the Colorado State 
f-, -23._Ibid.,p.47 •... 
24. James Hemming, The Teaching of Social Studies in Secondary 
. Schools, Longmans, Green & Co., N.Y., 1949. 
12 5. Ibid. , pp • 3 and 5 .• 
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Commission on Education for Life Adjustment the major objectiv~ 
is to 11 foster, promote, and develop democracy as a way of lif!e. 
vVhen democracy is interpreted as a way of life, it must be 
as 
thought of/a way of life. (The objectives in detail then are) 
to develop democratic attitudes 1 habits, skills, appreciations, 
interests, ideals, and ways of thinking as well as acquiring 
27 
information." The text by Samford and Cottle, entitled 
Social Studies in the Secondary Schools, favors education for 
life adjustment also, but the aims and objectives of social 
studies teaching are couched in the same terms as those of the 
28 
Education Policies Commission: self-realization, human rela-
tionships, economic efficiency, and civic responsibility. It 
is also pointed out that the objectives of society as a whole 
and of education in general influence the objectives of the 
social studies. 
Organization of Content M ..§:!!. Element of Method.-- As 
elsewhere in the phases of the educative process, there have 
been variations of what appear to be some basic plans for orga-
nizing the social studies. There has also been disagreement in 
terminology. Two major efforts to clarify the picture are made 
by Wesley and Quillen. Although they do not arrive at a uniform 
conclusion, many of the basic ideas are the same. 
26. Harl R. Douglass, Education for Life Adjustment, The Ronald 
Press Co., New York, 1950, p. 37. 
27. Clarence D. ·samford and Eugene Cottle, Social Studies in the 
Secondary Schools, McGraw-Hill Book Co., Inc., N.Y., 1952. 
28. Educational Policies Commission, The Purposes of Education 
in American Democracy, National Education Association, 
Washington, D. c., 1938. 
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Where Wesley considers the major forms of organization as 
those from which teachers draw the materials which are then 
reorganized for classroom teaching, and the minor forms as those 
29 
materials used for classroom teaching, Quillen and Hanna call 
Wesley's major forms content and his minor forms learning expe-
30 
riences. In essence this is the same. They both devote two 
chapters to this phase of the educative process. 
Most of the basic facts are included in both treatments, 
but there is a bit of rearrangement according to the opinion of 
the writers. In determining the selection of materials Quillen 
speaks of determination of scope and Wesley of techniques for 
selection. It is commonly agreed that the basis for selection 
rests in the objectives discussed in the preceding section. 
Quillen discusses the various ways of defining scope. The 
characteristics of an effective organization are given by Wesley 
1. It must be learnable, appealing, and attractive. 
2. There must be vertical integration which involves the 
proper grading of materials for the pupil. 
3. There must be horizontal integration which calls for 
the proper attangement of the contents of all subjects 
in the school program. 
4. There must be a reasonable balance between actual ex-
perience and vicarious learning. 
· 5. It must provide flexibility. 
6. It must provide for transfer of training, meaning trans 
fer of method not .content. 
7. It must provide for minimum essential skills, informa-
tion, and generalizations. 
8. Materials should be suited to individual differences. 
1 
Quillen and Hanna give criteria for determining scope and sequence 
29. Wesley, Q£• cit., p. 167. 
30. Quillen and Hanna, Q£. cit., Chapters IV and V. 
31. Wesley, QQ• cit., pp. 155-159. 
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covering about the same factors, with perhaps a few deletions 
and addi tiona. 
The major forms of organization according to Wesley are: 
32 
subjects, correlation, integration and fusion or unification. 
Quillen•s forms are: separate-subjects organization, broad-
33 
fields organization, and general education curriculum. It is 
at this point that several of the other books add their voices. 
34 
Samford and Cottle discuss the general types of organization: 
"(They) have been fusion courses, the broad-fields 
organization, correlation, and the core curricUlum. The 
last named is sometimes spoken of as general education. 
The trend in general is away from traditional subject 
fields. The recognition by social studies teachers that 
valuable resources for the school program lie in the local 
community and in the questions raised by pupils is a si~­
nificant factor in planning the social studies program.' 
35 
Moffat devotes a chapter to the organization of the social 
dtudies program. These are his premises: 
32. 
33. 
34. 
35. 
36. 
37. 
38. ~q 
11 Since every society is in a state of constant flux, 
education must make appropriate adjustment~6to meet the newer demands by society on young people. 11 -' 11 The social 
studies have become progressively more socialized. 11 37 
ttHU:ihan relationships are stressed in the social studies, 
which thus constitute a distinct field rather than a 
topical aggregation, a unified federation of subjects ~e 
instead of a discipline restricted to certain boundaries.u · 
nwe have reached the dawn of a new _era in the teaching of' 
the social studies. Social studies courses are life, 
therefore, they are dynamic and flexible, and teachers must 
be ready to interpret these changes. Either courses must 
be lifelike with practical transfer knowledge or the group 
must be taken out into the community to see problems .n~~ ., 
Wesley, op. cit., p~ 167. 
Quillen and Hanna, .Q.E• cit .. , pp. 94-106 
Samford and Cottle, ..QJ2• cit., p. 74. 
Maurice P. Moffat, Social Studies Instruction; Organization, 
Teaching, and Supervision, Prentice-Hall, N.Y.,l950, Ch~ II. 
Ibid., p. 41. . 
Ibid., p. 72. 
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From these few excerpts can be seen the basis for Moffat's con-
clusion that there is a trend toward a unified type of organiza-
tion with a pragmatic outlook. 
The conservative Bining admits a trend toward ful( integra-
tion and core, but adds that 11 each field in the social studies 
has its own contribution to make and must be considered in 
40 
attempting a collection. 11 This seems to indicate Bining' s pre-
ference for using the integration concept within a form of 
subject-matter organization. 
The general opinion with regard to separate subjects orga-
nization is that in its traditional form it has outlived its 
usefulness with respect to the objectives of education. However 
41 
Wesley feels that even within such an organization can many of 
the stated objectives be attained. "Subjects are susceptible of' 
every improvement that can be effected by other plans of organi-
zation. Problems, projects, units, and topics can be freely 
chosen and successfully wo.rked out within the limits of any 
42 
subject." That is of course a theoretical assumption. Samfor 
tells us of the actual practice in this regard. "Despite dis-
advantages, examples of this plan of organization (subject-
43 
matter) can still be found in many secondary schools today.n 
Quillen and Hanna, in commenting on actual practices, f'eel that 
the disadvantages of this type of organization outway the advan-
. 44 
tages, and that present practice leans toward some other f~rm. 
140. Bining and Bining, ~· cit., p. 71. 
41. Wesley, .Q12. cit., pp. 167-171. 
42. Ibid., p. 169 • 
.;.~. Sam.f'ord and dottle, .Q12• .£U., p. ?3· 
LLll.. f'h1 111 OY'I !OY'I rl l=fJ:~'I':Il"\ <> rl'n I'> '1 'f". n 011 
--
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Most of the emphasis in today's literature is on some form 
of effort towards integration along the lines of Dewey's general 
concept. They range from meagre attempts at correlating a few 
subjects to a complete unification of the school program. Most 
writers discuss the various rorms under the headings of fusion, 
correlation, and integration. Moffat describes fusion as 
n organization for instructional purposes of worthwhile materials 
from several subjects into a unified course. Fusion of the 
social studies is common now in the elementary grades and junior 
45 
high school. 11 Samford and Cottle feel that efforts toward 
fused courses in the social studies have been somewhat disappoin 
ting. Correlation and integration differ f~om fusion in that 
both recognize subject matter boundaries, whereas fusion does 
not. The Dictionan of Education defines correlation as 11 a 
course of study in which textual references or specific sugges-
tions are made for relating materials in one subject field with 
46 
pertinent materials in other subject fields." 
Most of the literature has been devoted to a form of orga-
nization 'known as general education or core curriculum.; Even 
those texts which are general in nature have devoted a greater 
amount of space to this form than any other. Most of the speciar 
emphasis books have devoted a whole volume to this form of 
organization. An excellent description of a typical core pro-
~ 
gram is found in the Eighth Yearbook of the John Dewey Society: 
45. Moffat, .212• cit., p. 103. 
46~ Dictionary o~ducation, p. 109. 
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47. Hollis L. Caswell, ed., The American High School, John Dewey 
~~xiety, Eighth Yearbook, Ns.rper & Bros., N.Y., 1946, pp.ll8-
=========*====~~-~.~~==========================================================*=========, 
"(1) It places value upon -the individual and upon his 
group relationships as he develops. (2) The teacher of the 
course must be aware of the problems and traits of youth in 
relation to course planning. (3) It occupies a block of 
time in the school day sufficient for experiences necessary 
to realize the course objectives. (4) The course will not 
be a regrouping of existing courses but rather one which 
life needs and interests of pupils select valuable material? 
from such areas of learning as may be concerned. (5) It 
emphasizes experience by pupils as an essential technique 
made possible by the increased time allotment. (6) The 
courses will serve as a considerable phase of the school 
guidance program, since the teacher will come to know 
pupil needs and interests more thoroughly. (7) The course 
calls for a close cooperation of all teachers and pupils 
concerned with planning a program in response to youth 
needs • 11 
Samford and Cottle tell us that there have been many exam-
ples of successfUl core programs in the junior high schools of 
the nation, and some high schools have attempted this type of 
organization. With specific regard to the place of social 
studies in the core curriculum, they say, "Because the objective~ 
of the social studies do to so great an extent parallel and even 
repeat the aims of education, it follows that ~his area will be 
a great contributor to the core program. Some schools have 
centered their core programs around problems which lie within 
48 
the area of the social studies .u 
49 
Hemming devotes his whole book to the description of a 
Social Studies Course, a core program with a social studies core 
In essence, his course absorbs the time and much of the subject 
matter formerly allotted to history, geography, and civics, but 
is not limited to these fields. The outlook is essentially 
48. Samford and Cottle, ~· cit., p.l41. 
49. Hemming, .Q1?.. cit. 
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broad and exploratory and the course is broken up into a series 
of correlated units of study rather than conducted as a rigld 
sequence·· of lessons. It offers endless opportunities for active 
learning; for relating the lesson to contemporary events, for 
cooperative study by the groupe This active study in its turn 
encourages the child to search for himself into the material 
being studied and thereby develops a self-reliant attitude to-
ward study. One of the great values of the Social Studies 6ours~ 
is that it promotes intellectual adventurousness. In the next 
section details of implementation of this course will be given. 
50 
One book was published in 1951 for the express purpose 
of bringing together and presenting in extended form some of the 
results of the rich experiences of many who have successfully 
experimented in the core curriculum. A general comment about th 
51 
core is made by the authors of this book: 
11 The curriculum pattern now rapidly coming into t'avor 
is known as the core curricUlum. It appears to offer the 
greatest possibilities of developing a curriculum in har-
mony with modern conceptions of experience learning and is 
equally consistent with the kind of behavior competencies 
needed in our democratic society •11 
The first five chapters present the underlying educational basis 
~ccording to this book, the core is generally considered to be 
~hat aspect of the total school program which is basic for all 
~tudents and which consists of learning activities that are 
prganized without reference to conventional subject lines. TherE 
~re four distinct aspects: (1) provision for common learnings, 
pO. Roland C. Faunce and Nelson L. Bossing, Developing the Core 
Curriculum, Prentice-Hall, Inc., N.Y., 1951. --
Bl. Ibid. 1 p. v. 
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freedom from subject matter patterns, (2) emphasis upon group 
problem-solving and teacher problem planning, (3) provision of 
a daily block of time longer than the conventional period, and 
(4) emphasis on improved guidance and counseling at classroom 
level. The authors devote some time to explain how the core 
curriculum is based on Dewey's concept of learning. 
A phase of general education which has developed recently 
is education for life adjustment. Both movements spring from tb~ 
same philosophy, but education for life adjustment hopes to 
provide a better implementation. A definition of education for 
52 
life adjustment is: 
" ••• adapting the content and methods of all subjects 
and the rest of the educational program of a school and the 
requirements for graduation so that each year all students 
are being prepared for all areas of living -- at home, at 
work, at play, in civic problems, and in social life • 11 
The curriculum is based upon current and future personal, social 
civic, and economic problems, because the problem-solving methoa 
helps youth to develop, change and fortify their behavior. Thus 
for organizational purposes, it can be assumed that areas of 
living provide the scope. Some characteristics of the program 
are: (1) giving all pupils experi~nces in all areas of living, 
emphasis being on common needs in these areas; focusing content 
and experience on life problems and their soluti'on; increasing 
more effective use of community resources; developing an ade-
quate guidance service; continuous evaluation and experimenta-
53 
tion. 
52. Ibid .. , p. 40. 
53 • Ibid. 1 p • 41 • 
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At least two writers make specific reference to the social 
studies within the life-adjustment program. Samford summarizes 
54 
a section on this aspect: 
11 Individual pupil needs and interests are of control .... 
ling importance when the life-adjustment program attempts 
to function. With the recognition of the possibility that 
clearly defined subject areas within the social studies, 
or the general area of social studies without-the tradi-
tional subject boundaries, may be followed in the life-
adjustment approach, the significant topics of the entire 
field as related to the essential values of our democratic 
way of life are indicated. 11 · 
But no matter what the organization, he feels that certain topics 
must be adequately treated for implementation of this program: 
The Role of the United Nations in World Affairs, Capital and 
Labor, Marriage and Family Life, Race Relations in America Today 
and Juvenile Delinquency. He gives many examples of this pro-
gram at work, but they seem to involve pupils of superior 
ability. He further reveals, in a discussion of trends evident 
in organization of the curriculum with reference to social 
studies, that the importance of life adjustment education is in 
its development as a phase following the core curricUlum and the 
55 
general education program. Carr agrees with Samford that no 
special organization is necessary for the implementation of 
stated purposes, although some revision is indicated. This 
point is really the basis of the development of this program. 
It is a practical approach to necessary curriculum revision and 
an acknowledgment of the fact that most schools cannot immediate y 
54. Samford and Cottle, ..QJ2• cit., p. 86. 
55. Edwin R. Carr, 11 Education for Life Adjustment Through the 
Social Studies, 11 Education for Life Ad.lustment, Harl R. 
Douglass, ed., The Ronald Press.Co., N.Y. 1950, pp. 110-134. 
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make a complete, radical change-over. This program provides a 
transitional need, and therefore is thoroughly pragmatic in 
approach. 
Organization of Learning Experiences .§:.§ related to Method.--
Since most of the social studies today are organized according 
to units, that will be the consideration in this section. Very 
often the unit is referred to as a method of teaching, but it ia 
actually the method of organizing the learning. Wesley organize~ 
his classroom materials under such headings as lesson organiza-
tion~ unit organization, topical organization, problem organiza-
tion, and also mentions that projects, activities, contracts, 
56 
and processes are forms of organization. But then he devotes 
several chapters to methods of teaching and uses substantially 
the same headings. Such use of the same word to mean two dif-
ferent things is typical of the literature. 
Actually, the unit method is the method of developing the 
unit or the steps involved in its culmination, regardless of 
whether topics, projects, or problems are used. Herbart is 
credited with the origin of the unit idea of placing the learn-
ing process in five steps, the whole series being an inductive-
57 
deductive process. Morrison is the one who extended and popu-
larized Herbart's concept, and Morrison's five steps have had a 
great influence on the teaching of social studies among other 
~ fields, and remains the most generally accepted idea of the unit 
56. Wesley, QE• cit., pp. 176-178. 
57. H. C. Morrison, The Practice of Teaching in the Secondar~ 
Schools, University of Chicago-Press, Chicago:-Ill., 192 • 
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method. The formal steps in Morrison's unit procedure are as 
follows: (1) Preparation or Exploration, (2) Presentation, 
(3) Assimilation, (4) Organization, (5) Recitation. At first 
4lt glance, this development seems identical with Dewey's problem-
solving development of the learning process. The basic diffe-
rence lies in the philosophies behind the processes. Essential-
ly, Morrison's unit is a subject mastery-teacher focused unit, :
3 
while Dewey's unit is a pupil focused-experienqe unit. Hopkins 
gives a very clear comparison of the subject unit and the experi 
~ .. 
ence unit. A publication of 1935 discusses the unit as a plan 
of organization. In general, he says, all unit plans are 
chronological or topical, but not neces~arily mutually exclusive 
the plan should b~ adapted to classroom needs. He goes into 
detail on the steps of unit development and gives specific 
activities and experiences to be used under each. Thus, it is 
necessary to look beyond the organization of a unit to find the 
basis of its construction to determine whether a unit is of the 
pragmatic type· or not. The many examples given in the literatur~, 
especially those concerned with the core curriculum tend to be 
based on the problem-solving concept. rather than unit-mastery 
concept. 
Techniques of Teaching ~ Related to Method.-- Before dis-
cussing the data on the specific methods, it might be interestin> 
to note some of the statements made concerning methods in genera • 
58. L. T. Hopkins, Interaction: The Democratic Process, D. C. 
Heath & Co., Boston, 1941. ---
59. M. J. Stormzand and R. H. Lewis, New Methods in the Social 
Studies, Farrar & Rinehart, Inc.,~ Y., 1935~PP 15-23. · 
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Moffat says that there is no one. best method, success 
being determined by its results in terms of pupil growth. He 
feels that a knowledge and use of all methods is necessary with 
experimentation, retaining or discarding according to the re-
sults obtained. Teaching techniques today are designed to 
stimUlate pupil interest and participation. Whatever devices, 
old or new, can be used to awaken interest in civic problems ana 
human relationships should be employed. Any successfUl project 
must be adaptable to the locality and the type of pupils and 
should not be too formal lest it become stiff and worthless. 
Some drill is desirable in view of the need for some facts lest 
the discussions be based on thin air. The teacher should employ 
democratic classroom procedures. Moffat also considers that 
61 
modern teaching procedures have had three stages: (1) 11 recita-
tion, 11 traditional type where teacher was hearer; (2) developme:n t:. 
of various 11 methods of teaching, n e.g., project method, social-
ized recitation, etc. This stage may be called the period of 
11 methodology11 because there was an overemphasis on method; (3) 
thie third period began with a saner, more rational view of the 
relative importance of method and pupil. Method became a means 
to an end, shoUld and could be modified, changed, ·and adapted to 
the needs of the pupils. Thus, in the present stage, there is n' 
one best method of teaching, but a combination of significant 
elements of several different methods to meet a specific situa-
tion into an effective procedure1 which is the responsibility of 
6o. Moffat, ££• cit., p. 89. 
61. Ibid., p. 72. 
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· the teacher. 
This developmental character of method is further evidencec 
by a comment from Samford and Cottle in 1952 that, in considerir:~ 
methods of teaching the social studies, one can profitably give 
attention to many of the simpler and older techniques such as 
62 
project, problem, and socialized recitation. They also agree 
that each method has numerous advantages for particular situa-
tions, and the teacher must incorporate the best that can be 
found in any particular method in procedures that seem adapted 
to his own classes. 
Bining, too, agrees with this point of view: 11 Many methode 
have been devised for teaching of the social studies and the 
teacher must familiarize himself with all of them in order to 
63 
determine which will be most effective in attaining his aims." 
He also adds a conservative admonition: 11 There has been an 
emphasis on democratic methods in.every classroom in recent 
years. Extremes in this regard are not to the best advantage 
64 
for achieving educational objectives." 
1) Lecture and Textbook Methods.-- These are considered 
the oldestreaching procedures in the United States. There are 
varying opinions of these methods, depending upon whether they 
are considered as total approaches to teaching or as useful 
devices in a larger method. Moffat inequivocally calls the 
e textbook recitation method II eVil and perniCiOUS, II and COnSiders 
62. Samford and Cottle, QE• cit., Ch. X. 
63. Bining and Bining, Q£• cit., p. 187. 
64. Ibid., p. 188. 
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67 
Samford and Cottle consider that the use of the textbook, 
together with other materials, is essential in working with a 
class following any method, but that this idea does not imply 
the use of a textbook method of teaching. 
Bining suggests good ways of using the textbook, the teache~ 
and pupils using it together, or placing the textbook into a 
topical unit organization. He feels that most classroom methods 
68 
may be used with the textbook as a basis of study. 
The consensus of opinion seems to be that both the textbook 
and lecture methods have their place for specific purposes withii 
the separate phase~ of a broader method. 
165. Moffat, .QE.• cit., p .. 214. 
66. Dawson, .QE.• cit., p. 293. 
67. Samford and Cottle, .2£• cit., Chapter V. 
68. Bining and Bining, QE.. ill•, p. 192. 
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2) Problem and Project Methods.-- There is disagreement as 
to whether these are two separate methods o~one and the same. 
Some sources treat them separately, some make no differentiation 
69 
I Dawson feels that differentiation between problem and project 
is unimportant. Bining, among others, feels that it is essential 
to differentiate. It might be well, then, to give definitions 
at this point, taken from the Dictionary of Education: 
''The problem method is a method of instruction by 
which learning is stimUlated by the creation of challenging 
situations that demand solution; a specific procedure by 
which a major problem is solved through the combined solu-
tions of a number of smaller related problems •11 70 
11 The project method is a significant unit of activity 
having educational value and aimed at one or more definite 
goals of understanding; involves investigation and solution. 
of problems, and frequently the use and manipulation of 
physical materials; planned and carried to completion by 
the pupils and teacher in a natural life-like manner. 11 7l. 
As is seen from the latter definition, the problem-solving metho 
is used as the revolving activity in the project method. 
Let us first consider the project method. One source does 
~ot consider this a method of teaching at all, but a specific 
r 2 
~ype of activity which has significant value for occasional use. 
73 
Wesley, in discussing the project method, feels that it has great 
~alue in learning a significant skill or process, in the acquisi-
tion of useful information, and in affecting attitudes and in-
Gerests. The construction project is the most common type, but 
pthers are collecting, writing, organizing clubs, dramatizing, 
~9. Dawson, 2£• cit., p. 302. 
o. Dictionary of Education, p. 310 
171. Ibid., p. 314. 
172. Moffat~ ..Ql?.• ill·, p. 82 
~3. Wesley, ££• cit., p. 478. 
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making trips, rendering service, gathering data. He classifies 
them as exploration, construction, communication, play and skil~ • 
The development of this method follows the pragmatic learning 
74 
process of problem solving. Quillen and Hanna comment that 
this method has not been adopted so widely in secondary schools 
as in elementary schools, but there is a trend in the increased 
use of enterprises calling for active rather than passive parti-
cipation. in learning experiences, and reflect the influence of 
the project method in teaching a unit. 
The problem method is based on the pragmatic concept of 
problem-solving and embodies Deweyls philosophy and process of 
75 
learning. Quillen feels that this method, especially the 
steps in thinking and the techniques used are applicable to units 
76 
using ~ther approaches. Samford and Cottle evaluate the 
problem method and find that it adds materially to the pupilla 
ability to develop critical thinking. Some advantages of the 
problem method taken from opinions of teachers who have used 
77 
the method are: 
1. It produces good results when used with secondary-
school pupils. 
2. Practically all units of work in social studies 
lend themselves to problem-solving techniques. 
3. Problems as applied to social studies can be 
stated in large and more general terms which can 
be subdivided. Thus, an entire course can be state a.. 
as one problem and then be subdivided into units. 
4. Problem solving is good preparation for solving 
personal and community questions. 
Most of the disadvantages related by these teachers s~em from 
74. Quillen and Hanna, 2J2.• cit., p. i98. 
75. Ibid., p. 199. 
76. Samford and Cottle, Q2• cit., p. 214· =====#=4'2-~lhi-4.. - . 
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those who do not choose to expend the energy to work out a 
course with pupils on a problem-solving basis. 
78 . 
Moffat's comments on this method are that it carries man~ 
~ 
~ implications for the social studies teacher, and that it is more 
than just a method of teaching; it involves organizing subject 
matter in such a way that it can be dealt with through the stud~ 
of problems. In his discussion he outlines Dewey's steps of 
thinking. 
There are some advocates of a problem or project method 
with special emphasis upon current events. 
79 
Both Stormzand 
80 
and Samford and Cottle describe such an approach. Stormzand 
emphasizes the use of a child-centered problem based on current 
events as the source; Samford's suggestions of types of methods--
committee, notebook, historical, dramatization, cartoon, topicaJ--
center around the use of projects. 
One source is devoted to the problem method as the basis 
81 
for a complete course. His conclusions support the thesis 
that, while there is need for improvement in both the teaching 
and organization of the course, modern problems has earned a 
c2 
permanent place in the program of studies as a terminal offerine. 
3) Supervised Study.-- Good's definition of supervised 
study is "the effective direction and oversight of the silent-
83 
study and laboratory activities of pupils • 11 The outstanding 
~ example of a method based on supervised study is the Dalton 
79. S'torm:13an~;~ -~ ~.'·ait ~,. P'~ 143. 
80. Samford and Cottle, QQ• cit., Chapter VIII. 
81. V. B. Manson, The Development of the Modern Problems Course 
in the American High School, Columbia Univ., N.Y., 1950. 
====- ~i-'G't-1-en-a!'! ~ Eduea-~-n, p • 21§-..-
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Plan, or contract plan. In this method, students work on a num-
ber of individual assignments known as contracts or jobs. Each 
student receives a job book consisting of a number of assignment~ 
or study guides. Under this plan students work independently, 
few group meetings are held or group projects undertaken, but 
each subject field has a specially equipped room or laboratory 
where students work and study under the direction of the subject 
teacher. The chief merits of this plan lie in the emphasis 
placed on individual differences, in the development of initiatiTe 
and responsibility on the part of each student, and in the en-
couragement given students to work up to their maximum capacity. 
Few schools have adopted the Dalton Plan in its totality, but 
much of its value has been incorporated into unit teaching. 
The consensus of opinion with regard to supervised study 
is that it is an essential technique with special values for the 
social studies. It provides for practice in skills essential 
to successful use and understanding of social studies materials. 
Thus, supervised study, as part of a unit, helps to achieve the 
84 
objectives of the social studies. Dawson, who is an advocate of 
the laboratory method, considers supervised study the most 
useful educational method 11 recently 11 ( 1927) recognized. 
An outgrowth of this method are the workbooks and study 
guides, that are used to a great extent in social studies teach-
85 
~ ing. Their purpose is to supplement the textbook, and they 
83. Helen Parkhurst, Education £n the Dalton Plan, E. P. Dutton 
& Co., N.Y., 1922. . 
84~ Dawson, .Q.E• cit., p. 2W. 
========~8~5~·=S~t~o~rmzand, op. cit., Ch. II. 
116 
are largely subject oriented. They are also good as a testing 
device and a.s a. basis for remedial instruction. 
4) Socialized Recitation.-- ~his method is considered to 
e be a democratic _arrangement under which pupils are organized to 
part·icipate in, and conduct, the learning procedure. Most 
people consider it as a method that is characterized b,y much 
pupil participation in regular discussion, in selection of topic~ 
for study and consideration, and 1n management of classroom 
86 
rout_1ne. Varying degrees of this method may be used depending 
on the amount of management o.f classroom activities in which the 
students are allowed to participate. The advantages of this 
method.· are that pupils who have a democratic voice in det·erminin ~ 
classroom activities laave a greater interest in the class, resUl -
ing in greater participation and increased learning, and develcp-
ment of leadership. 
87 
This method may be elassified according to two types: 
(1) formal, where class may be organized as a parliamentary 
group, court, governing body, historical institution, or indue-
trial organization. There are 'beneficial outcomes in the deve-
lopment of democratic skills and attitudes, but there are also 
drawbacks in. setting up a-complex organization whieh may result 
in lo-ss of the real· goal; (2) informal, which empl.oys no organi-
zation. The chairman may be the teacher or a pupil. This type 
is not so much a procedure as an atmosphere, a situation in 
cooperation exists. The role of the teacher is that of guide, 
86. Samford a.ndCott~e,-.Q!!. cit., p. 217 
87. Moffat, op. cit., pp. 78::SO._ 
l=====lf==== 
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leader, adviser, and helper •. This method is usually usea as 
part of a broader .method. 
5) Social Studies Laboi.'atory ~ Laboratory Metl:lod.-- In 
many texts this is not considered at all under the heading o-r 
method. • Other texts make this m·ethod their major emphasis. An 
early advocate o-r this method is Dawson, who stated three essen-
tials o-r the method:· (1) project· idea as a. stimulus, (2) super-
v1s1on by teacher or pupil • s ef-forts, and (3) laboratory method 
of' work. lfhis method, then, is bUilt upon supervised study and 
the sefent-ific method. Those who do discuss this method describ~ 
it as being "founded upon the transformation of the classroom int :> 
a. workshop for individual and group study. M:ot'fat, who is a 
mox-e recent advocate o·f this method, describes in detail the 
_physical equipment necessary for a social studies laboratory and 
its arrangement in the classroom, because, as he says, the 
ef-fectiveness of the procedures of the laboratory method will be 
determined largely -by the organization and arrangement of the 
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equipment. In such a desirable learning center the pupil will 
soon develop a high degree of efficiency, initiative, originalitv, 
independence, ~d self-relianee. The teaching method encou.rages 
reading of books, periodicals, a great deal of research, and 
all the pupils are given tlle opportunity o:f' experiencing success 
either in an individual or a group project. The laboratory is 
e set Up to fUlfill the needs and d9sires of' the pupil. This 
method combines the best features of' all metb.ods in suob. a way 
as to make desirable proVision for individual di"fferenees, to 
88. .Mo:f':fat, OJ2. ei t., Cll. II. 
.. 
. 
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develop initiative and cooperation, and generally to support t 
objectives of the social, studies. Essentially, the laboratory 
method is based. upon problem-solving, directed or supervised 
89 
study, and the soei"alized situation. 
6) .Miscellaneous Methods.-- It is quite obvious that an 
finite number of methods coUld be devised by juggling a few of 
the elements. In this seetion· will be mentioned briefly some 
of the methods discussed. in just one or two of the sources ana-
lyzed. , Wesley refers·· to discussion methods, which is a :fUller 
treatment of the so·cialized recitation, and source methods, 
which ref'ers to the development or· skills in using various 
types of source.s such as library, community, etc. Most of the 
miscellaneous methods are actually devices for carrying out so 
broader method. Sociodrama is mentioned, and varied lists of 
audio-visual aids, sources of materials, and special activities 
are given together with suggestions for their use. 
7) Methods in the Core CurricUlum.=- For the most part, 
the core uses the unit plan and problem approach. It usually 
comprises a longer block of' time than the conventional period. 90 . 
.Harap, who made a study of actual practices, graphically s 
the basic learning of the core curricUlum as a series of steps 
toward a clearly defined goal. His description of the core gi 
91 
evidence of the fundamentals of' the method-involved: 
11 
.... the core consists o:f a sequence of projects, or 
units of work as they are commonl.y called. Each unit of 
work is an experience in which the learners work together 
Peabo 
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to reach a goal which they have accepted as their own* It 
is a purposeful learning enterprise in which the class 
undertakes to solve a problem of individual or community 
living. Every phase is a necessary part of a cooperatively 
planned enterprise which has pu.rpose and meaning.n 
A core unit has a characteristic development. The unit of work 
has no fixed pattern, teachers being guided primarily by several 
stages of development, and no fixed organization of successive 
steps, pupils planning as they go. The committees or groups mee,u, 
choose the.1r officers, outline their work, and do research in-
dividUally. They come t.ogether in committees to assemble what 
they find in individual research. Each committee decides the 
particUlar way of presenting· its report, and eventually, the 
92 
class comes together for the sharing of group worK. The 
development of a unit of work as summarized by a tenth grade 
93 
teacher is as follows: 
1. The class chooses a unit of work. 
2. Interest in the problem is aroused 'through discussion. 
3. The students loca-te source materials in the room and 
library. 
4. The objectives are chosen, the topics are outlined and 
working groups are formed. 
5. The pupils gather information and share their findings •. 
6. Individual and group reports are discussed in panels. 
7. The unit ends with a test in writing or discussion. 
From the foregoing, it seems that the method described combines 
parts of' almost all the· method patterns discussed, based upon 
such. concepts as purpose:ful learning activities, experience 
units of' work, pupil-teacher cooperation, integration of subjeet 
~ matter, provision for pupil needs and interests, and problem-
solving. 
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The typical action of a core class is summarized from 
practices in fifty communities throughout the country, including 
experimental core proeea'tires in Michigan, Illinois, and Minne-
94 
sot a~ 
1. Program is flexible to group's changing purposes. 
2. Democratically planned. 
3. Provides for maximum amount of student leadership in 
various roles. 
4. Teacher becomes participant, advisor, technician and 
individual counselor. 
5. Provides variety of creative educative activities. 
6. Direct tie with total school activities, community and 
world events 
1. Materials for study are readily available in the room 
8. Can go outside for sources. · 
9. Problems under study are real to the students. 
10. Skills of democratic citizenship and guidance of youth 
in wholesome living are real goals of the program. 
Because of the emphasis on flexibility and democratic planning, 
the emphasis in tbe core is on teacher preplanning and the 
making o:f r·esouree unite. 
Hemming outlines the framework of the teacher-pupil unit 
95 
plan for his Social Studies Course: 11 Each project and unit 
should roughly conform in the following plan, teacher and pupil 
participating in working out all stages: 
a. 
b. 
e. 
d. 
e. 
f. 
g. 
h. 
A clear decision about the pre~ise aims of the unit. 
Decision as to approximate duration. 
Consideration of tb.e scope of the unit and the materials 
available. 
Breaking down the unit into a number of parts. 
Fitting the parts to individuals and groupe according 
to their interests, attitudes, and abilities. 
Carrying through of allotted tasks with as much joint 
consUltation and exchange of inform.ation as possible. 
Coordination of the parts into a whole in accordance 
with the agreed aim. 
Follow-througn to give study unit social significance. 
94. Faunce and Bossing, .2£• eit., p. 129. 
95. Hemming, .Q£• cit., Ch. IV. 
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1. Discussion of the unit 
j. Relation. of what has been learned to the term's program 
as a whole 
k. consideration of the next activity. 
such a framework should be sufficiently flexible to allow dis-
eussions~ visits, proadeasts, films, talks from ou•siders, 
l;.essons on clear thinking, prompt consideration of news items .. 
The teacher should keep a continuous record of aoti vi ties and 
keep relating back to object1ves, making adjustments in the 
light of hie findings." 
The above descriptions of methods in the core curriculum 
are not peculiar to the particular curricUlum, only perhaps in 
time allotment. such plans are typical unit plans based on 
pragmatic objectives, using several types of method patterns. 
8) Methods in Education ~ Life AdJustment.-- The out-
standing feature of' the idea of method in this type of program 
is that no particular method is not emphasized, only suggestion£ 
made. In the report for the Colorado State Commission, method 
96 
is set forth in this way: 
"Although there are many ways of developing, changing, 
and fortifying behaviors, the one which seems to offer the 
most promise for use in education is that of' helping boys 
and girls to solve problems which are meaningful and s1gn1· 
fica.nt to them and to develop skills which will make it 
possible for them to solve problems of' living as adults. 
These would include not only personal problems but also 
those of social, civic, and economic origin.u 
While it is recognized that the quality of teaching is more 
important than the particular pattern of teaching, certain 
general methods of' instruction are better adapted than others 
to the purpose of fUrthering prepar~tion for life adjustment. 
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The methode particularly adapted to this type of' education have 
the following characteristics: teacher-student sharing; group 
discussion; cooperative experimentation, which is an extension 
of' the laboratory method to emphasize group experiences; study 
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of group development; and community research. This combination 
of methods is characterized by problem solving, use of intelli-
gence, teaching as guidance, experiences in self-direction and 
ee~f-discipline, cooperative group work, respect for individual 
. 
dii'ferences, meeting recognized needs, the broad unit approach, 
cooperative appraisal, use of' community resources, and translati g 
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verbalizations into action. 
Summary of Textbook Survey.-- The survey of textbooks com-
bines theoretical and practical aspects or social studies 
methodology today. The objectives of the social studies upon 
which method is dependent are most commonly expressed behavioral-
ly in terms of growth or understandings, attitudes, abilities, 
and skills. The ultimate aim is active democratic citizenship 
achieved on the basis of pupil-centered experiences and taking 
into consideration the needs of the individual and society. 
Content is organized in many different degrees of integration, 
both vertical and horizontal, of flexibility, of concern .Tor 
child~needs, of balance, of' continuity. The <Dre curriculum. 
comes in for a great deal of emphasis. It seems that no parti-
cular organization is necessary for implementation or stated 
~urposes. The trend is toward integration of common learnings, 
but in actual practice subject matter organization still predomi· 
====~97. St11es, op. cit., p. 407. 
~8". Ibid. 
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nates. The unit method. or developing learning experiences is 
almost universal, regardless of approach or curriculum program. 
Eight major method patterns were described and their use d1s-
eus sed. The core and life-adj u.stment programs were given 
special attention with regard to methods employed. 
4. Educational. Periodicals and Other Current Literature 
Many articles cover the general subject of social studies 
practices, but they se·em to fall into the following general 
classifications: (1) those that evaluate patterns of method, 
(2) those that describe trends of methodology, (3) those that 
advocate certain methods, procedures, and approaches, and ( 4) 
. 
those which describe practices that have been tried and proved 
successfUl in specific situations. The analysis of the articles 
will center around the elements of method as described previ-
ously. 
Objectives of the Social Studies ~ .ru:! Element of Method.--
In general the current literature speaks out for democratic 
aims. Some criticize lack of achievement, but no one seems to 
disagree as to the actual objectives. The recommendations for 
change seem to rest in the implementation. Maurice Ahrens, in 
99 
an article in the February, 1953, Social Education, sets forth 
his idea of the major aims of social studies instruction today 
and criticizes their implementation. His two aims have a beha-
vioral outlook but also include a factual emphasis: 
99. Maurice R. Ahrens, "Priorities in Social Studies Instruction 
in Secondary Schools," Social Ed.ucation, .:X:VII:62-64, Feb. 
~~~~~~ ·_ 1.~93Q~·~=-·=·~=~~================================================~======~ 
tt(l) A :fUnction of the social studies is to pass on to 
youth facts and information which have accumulated in our 
developing, changing eul ture so that they may be used in . 
life situations or applied to everyday living; (2) learning 
does not take place unless there is a change in behavior, 
that is in attitudes, habits, social skills, interests, 
ways of thinking, etc. From this point of view it becomes 
the responsibility of the social studies to help with the 
development of democratic ways of behaving eo. that they 
(the pupils) may live sueoessfUlly and in harmony with the 
cl.emoeratic ideals .n 
For implementation of this goal, it is advocated that the social 
studies be based on problems whieh arise in the experiences o:f 
youth and that the solution of these problems should result in 
the acquisition o:f ways of behaving which make possible success-
ful living in our democratic society. Ahrens :feels that there 
is a great need for research to identify the personal-social, 
social-civic, and economic problems which are of concern and 
significance to youth, and approaching teaching through these 
meaningful problems entails development of new teaching procedur~s 
and techniques. His criteria for changes in implementation are 
evidences that educators are still in the stage of theory as far 
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as implementing the objectives of democracy are concerned: 
(1) development of skills in teacher-pupil planning, for every 
phase of the learning cycle, (2) fa.~ta and infonnat1on. shoUld be 
used in li:f'e-like experience and t~\'a~b. current literature, 
(3) emphasis should change from subject to pupil. 
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Another statement of aim is: 
"Effe-ctiveness or a democratic society depends on ••• 
the developing of an educational system to focus oppor-
tunities for all the citizens and. to crystallize 
100. Ibid. 
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101. Max Wolff, nDem.ocraey Means Participation," Journal of 
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alternatives. At the same time-the methods of democratic 
action must be taught... It becomes one of the main tas 
of education in· a .democracy to make the citizens conscious 
of the direct and intimate relationships between his rights 
. .. ' ~d the rights of the community, the nation, and the world. 
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Roy W •. !latch advocates the building of a new social 
order based on the philosophy of change, which necessitates re-
organization of the curricUlum into a living social experience. 
Mr. Hatch quotes from Dewey frequently; even the title of his 
article is a quotation from Dewey. Hatch speaks out strongly 
against departmentalization, suggesting an integrated program in 
its place as a way for the teacher to achieve his task of train-
ing oncoming generations to meet and·adjust themselves to a 
rapidly changing social order. 
Another advocate of social change as a basis for philosophy 
103 
and methodology in education feels that u by and large method 
stil1 primarily has to do w1 th means for 'covering ground, • and 
explicating the text/' This article sets forth his theory along 
pragmatic lines and the implementation is blueprinted like 
Dewey's with the emphasis being labe1ed. "human relations." 
104 
A recent newspaper article, quoting a convention in 
Oklahoma City, speaks out against obsolete methods of teach~. 
Albert Sydney Raubenheimer, educational viee president of the 
University of Southern California, told the conventi0n that "Our 
methods of' teaching almost universlly reflect an aeeeptanee of' 
,, the idea that a child is merely a blank tablet that has to· .b~-(~ 
102. Roy W. Hatch, nOld Wine in New Bottles, n Social Education, 
XVII:lS0-152, April, 1953. . 
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103. H. H. Giles, "Social Change and Schools for Democracy," 
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impressed and inscril-bed with f'acts and preconceived ideas .u He 
also asserted that testing of children on contents of textbooks 
tends to restrain all possible development of' interest and 
imagination. Here again we see that practice lags far behind 
theory. 
One article stresses a particular objective of' the social 
105 
st~d1es: providi!: for the emotional needs of adolescents 
and thereby aiding lhem to become mature citizens. This maturi-
ty can be. achieved lnJ,.y if' adolescent students are assisted in 
mastering their emotional problems so that they may outgrow 
adolescence and become mature adults. The social studies pro-
vides a unique tool for achieving this objective by the develop-
ment of critical un<erstanding of' living in a continuous process 
of change. 
These are just representative excerpts from the literature 
to indicate that th,.objectives set fort~ in social studies toda~ 
are 1n essence the iame as those set- forth by pragmatism. The 
only trouble lies il their implementation. 
Organization o~ Content~~ Element of Method.-- The 
articles dealing w~h content and its organization include 
articles on d1ffereJt type_s of organization, especially dealing 
with teaching of' thE separat~ subject.s which make up the social 
studies; but the em1 hasis of the articles is for the most part 
.iA on actual teaching 1 echniques, so they will be discussed under 
.. 106 
the next section. '1 wo articles give an apology for teaehing 
[105. Bruno Bett.elhelm, "The Sociial Studies Teacher and the Emo-J tiona.l Needs o:f Adolescents," School Review,LVI: 585-592, 
~~~~~'101;~=~:t'~~e "stuu of Geogra,phy Stre~thenS Citizenship • 
The Social Stu ies, 4 :27-29, January 195 • 
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geography as a separate subject and try to show how t)l~ objectiv~ s 
of the social studies can be achieved within the subject. They 
advocate a wise combination of several methods within the subjeci 
area. 
A good resume of .the present status or the content o:f the 
~oeiaJ. studies is given in the EnoYte~opedia ef Ed.ueat'ional Re-
107 
search, in a presentation of central tendencies of offerings 
in grades nine through twelve: 
Grade 9: Civio.s,. W0r-ld History, Ancient and Medieval HistoJ y 
Grade 10: World History, Modern Hlstory, Geography, Ancient 
. and Medieval Hi story 
Grade 11: American history, ei vies, modern History, Economi~ s, 
and Geography 
Grade 12: Problems of Democracy, American History, Econo~1cE,· 
Sociology, Civics. 
!From this list of offerings it is difficult· to detennine how 
~hese subjects are organized. It appears on the surface that 
~ubject-matter organization predominates, but these titles may 
[be arranged in a social studies sequence, may be part of a eorre• 
lated program or some form of integration.. Quite evident, how-
ever, is the use of the problem-type course in grade twelve. 
--Some articles advocate special types of organization and 
!represent mostly theory or experimental ideas. One article 
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~escri bee a tt reali ty-eente:rea•• school· and -maintains that such 
r school strikes a balance between the needs of the child and 
~he needs of the community. This may be a different name for 
. • r!:te oommtnU.ty eobool, w!:tio!:t !:tas its ad.voeatee w!:to feel t!:tat ed.u-
!1-07. Walter S. Monroe, ed., Encyclopedia .2.f Educational Resea.rah~ 
The Macmillan Co., N.Y., 1950, p. 1217. 
~08.' Nathaniel Cantor, "The Reality-Centered Sehool," Tea.ehers 
=-~====="=II=~=~C~o~l~l~e~g~e Reeord, LIII: 312-316, March 1952. 
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eation and social service should be integrated. 11 The view of 
the school as a community center serving the needs of the entire 
community ~s becoming more and more pronounced. It has taken 
109 
roo~ in a number of small cities .n This idea. is an extension 
of the concept of general education. A summarizing description 
of the community school 1s given in the 1953 Yearbook of the 
a:::~te -
Natioqal Society for the Study of Education: 
"Emphasis is on one of the challenging aspects of 
current educational philosophy 1 namely, the 1d.enti:fying the 
aims of education with the improvement o:f community li:fe. 
The community school is one which offers suitable educa-
tional opportunities to all age groups and selects appro-
priate learning experiences from the unsolved problems o:f 
community enterprises.u 
The Yearbook describes s_timulating examples of successful com-
munity improvement projects in which the school program was 
adjusted to the requirements. of responsible participation in 
community-centered movements. 
Organization of Learning Experiences .!.§ ,m1 Element of 
Method.-- Most of the current literature in social studies 
methodology is concerned with the application of specific method 
patterns, either of the general types outlined in the previous 
section or a special technique worked out by the author. Many 
examples of specific classroom procedures are frequent in the 
literature. The problem-solving approach within a unitary 
organization is written about most frequently. 
109. National Society for the Study of Education, •'The Oomm.unity 
School, tt Yearbook, Part II, 1953. 
110. Ibid. 
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1) Textbook Method.-- This method is generally rejected 
in the literature. The textbook is regarded only as part of the 
social studies library. One article, entitled ·11 The Curse of the 
111 
Textbook, 11 condemns the textbooks on the following counts: 
The social studies textbooks are not at the level of the student 
do not fit into a course of study but rather determine it, fail 
to recognize regional interests, become rapidly outdated, have 
poor organization of unrelated segments of facts. As an alter-
native it is suggested that a series of booklets be bound for· 
easy substitution or addition of pages, which would provide for 
levels of ability by having one section as a minimum requirement 
with supplementary sections for brighter students, would be kept 
up to date very easily by insertions, and would allow for re-
arrangement of' uni~s in any sequence adapted to needs and in-
terests of the teacher and papils. 
2) ProJect and Problem Methods.-- In the current literatur~, 
it appears that these two methods are not differentiated to any 
great extent. For the most part the methods consist of the 
problem approach with the use of several techniques or devices. 
There are many examples or descriptions of particular classroom 
practices illustrating the teacher's skill in handling a parti-
cular phase of either or both of' these methods. 
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One a.rtic~e dealing specifically with the project method, 
gives a good definition of the method and evaluates it. The 
• 
111. John F. Ohles, ''The Curse of the Textbook, 11 ~ Social 
Studies, XLIV:64-66, February 1953. 
112. William H. Kilpatrick, "The Project Method," Teachers Col-
lege Record, XXII:282-285, January 1935. 
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project method, according to the writer, is ttany unit of pur-
poseful activity where the dominating purpose, as an inner urge 
(l) fixes the aim of t~e action, (2) guides ~ts progress and 
(3) furnishes the drive; its inner motivation,u __ certainly a 
pragmatic definition. The evaluation: "In actual practice the 
degree to which teaching.proceeds ••• on a project basis differs 
greatly with different teachers (depending upon skill and ex-
perience). The difficulties and dangers attendi~ the use of 
the project method are undoubtedly great. Project teaching is 
necessarily more or lese of an adventure. The child as a'free 
moral agent' is a necessary factor in the project method. The 
utilization of child purpose is after all the essence of the 
113 
point of view.u 
In a government class, a special type project was used, 
114 
called ttThe Inquiring Reporter," , as part of the developmental 
stage of a problem unit. The purpose of the project was to makE 
students active participants not spectators •o to involve them 
directly in ~he community life. Ten students were selected to 
go out into the eityand, as individuals, try to find the answe~ 
to the question, "Who runs Newark?n The other students broke 
up into sm~l committees, each assigned to a different phase of 
the question, nHow can we improve our city services?" The .first 
step proved most exciting, and a wealth o.f firsthand knowledge 
was accumulated. The experiment was a great success: the 
students prepared for their interviews by doing more research in 
113. Ibid. . 
114~ Charles Brodsky, 11 Theinquir:tng Reporter, A Technique in 
====d!~===T~e~a~"!'!:ehi~~-_G.o_yernment, u The S-oo1..a.L$tud1t!-!t XI.I:29d~ .TaY'I 
1950. . 
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libraries and other places than the teacher dared to assign; the 
learned to make questions meaningful, and the art of withholding 
their own judgment was cultivated. 
In another class, an 11th grade social studies class in a 
junior-senior high school, the teacher sought to correct two 
noticeable attitudes -- political apathy, and a cynical outlook-
in the study of' the first unit, 11 Survey of' Democracy, n by using 
a community problem in arousing citizenship interest in votinge 
The success of this project was indicated·by the voting turn-out 
11$ 
of the community and the pupil results of· a test on elections~ 
The problem approaeh is evaluated, criticized, put into 
practice, and several specific approaches to the problem method 
11~, 
are described.- In his evaluation of the problem method, Hartung 
tells of the study made by the Detroit Public Schools, where 
they have outlined the problem-solving method of thinking in 
concise terms for citizenship education. He also speaks of the 
work being done by the Social Studies Department of New York 
~niversity in outlining the problem method. From his review of 
~any reports, Hartung infers that there is rather widespread 
agreement on the general nature of the objectives, but that lack 
pf agreement on the sequence of vertical organization remains a 
stumbling block to effective problem teaching. He enumerates 
some drawbacks to complete emphasis on the problem-solving 
~ ~pproach in the social studies: the achievement of the objectiv~ 
[1.15. 
P-16 .. 
John c. Matlon, "Developing the Awareness of Citizenship," 
The Social Studies, XLII:61-64, February 1952. 
Maurice L. Hartung, "Thoughts on Critical Thinking, 11 
School Review, 56:315-319, June 1948~ 
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of' development of interests and appreciations may suffer f;rom 
this approach, and if it becomes too ana~ytical it may inhibit 
the achievement of the ultimate g.oal of critical thinking. 
A c~ass in moder.n history used the present-day problem 
~17 
approach and focused upon the problems of the United Nations 
The idea was to utilize the present to modify the study of the 
past, and to utilize the past as a means toward a better under-
standing of the present-day problems. This took place in a 
traditionally organized school. The teacher's procedure was 
moving :from the known to the unknown. Tb.e sequence of the st 
was not predetermined. The goals of' the sooia~ studies, a.cco 
1ng to the tea.cller using the method, were easily achieved. 
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Gatha.ny, of the Social Studies Department of the East 
Orange, New Jersey High School, proposes a. problem method em-
phasizing current events. He gives specific suggestions on how 
to develop the power to think through this approach. Hie metho 
is based on unit development~ and combines the use of the text-
book with current events. The exploratory period is devoted to 
gathering of clippings, which are organized by the students 
according to topics, units, or problems. From these problems, 
units are worked out either chronologically or psychologically 
(reverse chronological approach). He points .out how the various 
social studies objectives are achieved during the development 
of the u.nit. 
117. William Finegold and Milton Finkelstein, "U .N.~ifying the 
Modern History Course, n Social Education, XVI!:l7-19, 
J ~~53. 
118. J for Tehmeel ve 
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3) Socialized Reeitat1o.n.-- Two good examples of the forma~ 
type of this method are described in the literature surveyed. 
However, they are actually experimental classroom procedures 
rather than examples of general practice. According to the 
general opinion, this method is used·as a device in problem-
solving. Ome class was organized as a constitutional convention 
119 
to revise the constitqtion. The general problem was uWhat Re-
visions, if any, ~hould be made in the constitution in order 
that the document will be a more ef:fective instrument for the 
realization of its purposes as stated in the .Preamble?'' The 
class acted out the procedures _of a constitutional convention, 
following the problem method and of course doing committee work. 
The interesting result was that at the beginning the students 
:felt that many changes we·re indicated, but a:fter the study, 
found that the Constituti-on as it stands needed very few revi-
sions if any. 
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Another experiment of formal socialized recitiation 
organized the group into congressional bodies, employing modi-
fied parliamentary procedures, selected their own topics for 
investigation and research and in general the class was pupil 
managed and teacher guided:. Within this organization, debates 
~d discussions were naturally utilized, research was nec&ssary, 
eommittee work essential. Trips to actual sessions were made 
~d textbooks served as references. The developmental lesson 
arose whenever discussion was required during the investigation 
jl19. Robert E. Jewett, ••A Study of the Constitution," ~ Social 
I · Studies, XLI:l23-125, March 1950. 
~~o. Jack W. Eaton, uPubl1c Opinion in a Social Studiea _TeAt 
TUDe, 5o~1ai Education, XVII:215-217, May 1953. 
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or research stage. The topice selected were from topics of' 
discussion from the current sessions of Congress .. 
4) Special Methods.-- There are many evidences 1n the 
\e· literature of devices or organizations, l:>ased for the most part 
on units and problems, which have a special emphasis not coverec 
by the preceding sections. One such emphasis is made by Keohane 
121 
and his wife, called thr~e-dimensional teaching. The objec-
tive of this type of teaching is preparing youth for active 
political leadership in a changing world that must recognize the 
existence of a 11 cold war." He writes from the point of view of 
the present high school course which encompasses u. s. History, 
. American Ge>vernment, and American Problems, ·but feels his prin-. 
oiples are equally applicable to the social studies course. 
The concept of three-dimensional teaet,ling implies that "we shall 
add to our teaching wherever it resembles a flat surface, the 
two qualities of depth and perspective." The teacher is, in the 
final analysis, responsible for the proper selection of the 
materials to be taught, using a common sense approach and the. 
concept of the continuity of history. Controversial subjects 
shoUl.d_ be taugb.t, because half' knowledge is a weak weapon. For 
depth Keohane suggests exp~oring institutions and issues in 
detail, using primary sources whenever possible, dramatizations, 
and all available materials to bring to life the problems and 
issues of historical events. Perspective is achieved by going 
back and forth from the past to the present, making effective 
121. Robert ~Keohane, ".Educating fo.r Civic Leadership," .!h! 
Socia~ Studies, XLII:99-104, March 1951. 
·r 
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use o~ community ~tud1es. 
The biographic approach to the teaching of U. S .. history 
was tested in the Department of the Social Studies, Battle 
122 ' 
Creek High School. The purpose of this method 1s to develop 
a reas.oning admiration for outstanding .American historical per-
sonages, eo that some of the outstandingly desirable character-
istics of th~se people will be incorporated into the pupil's 
own behavior. This was the first experiment of this type. They 
found that the beet evidence they could collect failed to sup-
port their convictions. 
Tbe case method is another attempt to achieve _th~ goals of 
the social studies as set forth ~ the preceding section. 
' 123 
Badger says this method is more vivid than textbook or lecture 
methods. However, it: has not been used in traditional sahools 
as yet. In new schools it has been employed as a series of 
illustrative eases, in others as a bas~s of a lecture course; 
and in still others a.s a. body of' principles which the student is 
urged to commit to mem(;)ry on the assumption that the cases pro-
vide a complete knowledge o·f the subj.ect. Here it can be seen 
how one method can be used. to achieve goals or misused for. sub-
ject-matter emphasis. 
Another special methQd is reported from L~ng Island City 
1a4 ·~ 
igh School, New York, where American History i.s taught 
hrough novels to ''breathe l,if'e into the subject. 11 The un1t 
Tressa. Banks, Edgar Farley and others, ."We Tested Some Be-
lief's About the Biogra.phic Method,tt School Review, LIX; 
157-163, March 1951. 
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23 •. William v. Badger, ''Aspects of Creative Questioning in the 
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method is used and novels are the materials of instruction. 
5) Methods in the Core CurricUlum:-- The articles dealing 
specifically with the eore curriculum are concerned mostly with 
0 its evaluation and in some oases its d.efen.se. In an a.rtiele on 
the importanee of general ~duoation based on our contemporary · 
125 
social conditions, the methods necessary for this program are 
enumera-ted. "The methodology needed. by teachers today must take 
them into conditions under wh1eh people learn and develop---
into the scientific study of human behavior, especially the 
generative :force o:f conduct, namely the emotions. The teacher 
must have a background in psychology, sociology, biology, and 
philosophy, and from this background become an applied scientist 
126 
in human relations .u 
The past few years have :f'ound the core curricUlum of the 
Denver.Jiigh schools under fire. The writer has had personal 
evidences of this state of affairs through reading the Denver 
newspapers for the. past three years-. The parents eri tioize the 
program because it does not provide enough basic skills and in-
formation and in general does· not achieve high-soundiDg goa.l.s. 
Atkinson, Cha.innan of Social· Studies of' South Side High School 
in Denver, makes a plea for the retention o:f the core curriculum 
127 
in the Denver system. He describes the program and sets 
forth objectives which are essentially like Dewey's. His plea 
1s: nwe believe that the general education plan. is a necessary 
125·· Clyde E. C·urran, ttVfuat is General Education, n School Revi·ew 
LXI: 79-84, February 1953. 
126. Ibid. . 
127. Ralph N. D. Atkinson, ttshoUld General Education be Retained t• 
The Social Studies, XLI:l95-197, May 1950. ·· 
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part of this cooperative effort (teachers, administrators, . 
parents and community agencies). Young people should be taught 
the principles o.f guidance which will make it possible :for them 
. 
to help build a solidarity in their own community.u He says 
that the pupils are very respons1 ve to the t·raining -they have 
received; they seem eager to develop a plan :for themselves so 
that they may be prepared to meet their responsibilities in life~ 
Another plea for the· core comes .from a Toledo High .School 
128 
teacher. He says that it is not a ":fraud*' on the basis of 
hi.s own experiences and as a result of a survey which indicated 
that, of Toledo • s 1930-38 graduates in Lucas County, 92% had 
voted in the state election of 1950. 
Some of the difficulties of implementation in the core 
129 
curricUlum are discussed by Earl T. Willis in an article 
concerning an experiment he conducted to determine the problems 
of the teacher. The teacher has the problem of selection, or-
ganization, and presentation o.f matevials in. such a way as to 
help secondary school pupils acquire understandings and see re-
lationships. . The major problem for teachers i-s that they find 
it d1f.fieu1t to focus materials from all the social studies upon 
particUlar problems that make up contents of high school eour·ses 
of study. Teachers need practice in the synthetic approach all 
social studies teachers must develop if the challenge of effec-
tive instruction is to be accomplished by our schools today. 
128. o. Garfield Jones, urs Civic Education a Fraud," National 
, Municipal Review, XLI:234-237, May 1952. 
129. Earl T •. Wi;tlis, n Core Curriculum and Teacher Preparation 
~~h~'!:~o~a~~ Seiences,t' Social Education~ XVII: 72-73, 
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Trends in Method.-- Many articles- a:I"e concerned with the 
trends of method in the social stud.ies. Some of the high points 
1.30 
of the picture as observed from 1.925 are: (1) few teachers 
continue to lecture, but the :t:_aotual question-answer recitation 
period based on text assignment is still common; (2) uthought'' 
questions tend to replace factual questions; (3) the nature of 
the assignment and textbook read.ing remain the same; (4) the 
socializ.ed recitation has beeome prominent; ( 5) many techniques 
are use~: community sources, panels, forums, reports; (6) 
teacher's role is that of guide and counselor; growth of the 
pupil in individual competence and group relations ~e the major 
objectives of the course; problems ~nd areas of study are the 
basis of scope. 
Trends in the teaching of gov~rnment from 1930-1945 are giv~n 
- 131 
based on personal observations.. The trend is to assume more 
and more responsibility for mass education in the duties and 
responsibilities and rights of citizens as evidenced by (1) a 
conscioue endeavor to relate content to cu-rrent events, (2) in-
creasing ati,ention to relating school courses to after school 
life in reapect to active political participation; (3) increasi~~ 
trend toward pupil interest; (4) trend away from descriptive to 
132 
functional approach in methods by use of problems. Anderson 
finds a trend toward an emphasis on the functional use of facts, 
more stress on world affairs and discussion of issues to prqmote 
130~ HQward Cummings, ''Economic Education in the !3econdary 
Schools, t• Journal of Educational Socio1o& 1 23:397-401, 
September, 1949. 
131. Ben A. ·Arneson, 11 Trend.s in the Teaching of Government,'' 
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Social Education_. IX~50-355". December 1.945-. · 
.1.-'2. !!.owar~ ~~ ~derson, ' TrendS==tn Teaching soe1aJ.-=s"tti'a1F"2e:<=>sr,"U===#======I 
XXXVII:6o-70, February 1951. _ 
• J..;.J:.J 
critical understanding • Tyler finds a change to a pragmatic 
• 
concept of the learner and the learning process, and a change in 
the role of the teacher. The teacher must stimulate or motivate 
by associating learning problems with the needs of the student, 
must have clear objectives. 
5· Research Studies in the Field of Social Studies 
Review of Past Research.-- The Eighth Yearbook of the 
National Council for the Social Studies is devoted entirely to 
134 
the review of research through 1937. It 1s the opinion of the 
Council that genuine research studies in the teaching of the 
social studies are comparatively few, and the contributions of 
the fe;w that' do e~ist are all too little. There is a great need 
for scientifically oon~.olled. experiments to prove the educa-
tional theories so widely accepted without scientific basis. 
l) Objectives for the Social Studies.-- A review of the 
135 
research shows that objectives have been greatly influenced 
by changes or disturbances in the social order, which resulted 
in a desire for more :fUnctional social instruction and more 
democratic school organization. Most of the researah is the 
result of expert and non-expert opinion, and shows a multiplicit: 
and confusion of statements. The obj ecti vee are too general in 
phraseology. The trend is toward increased emphasis on ~unc­
tional aspects o~ civic education, emphasis on.developing good 
133. Ralph W. Tyler, "Trends in Teaching," Scheol Review, LIX: 
263-272, May 1951. . 
134. 0. c. Barnes, ed., tt'l'he Contribution of Re,.s_e§roh !2, the 
Teaching ;Q_f·!!!! ·social Studies, 11 Eighth Yearbook, National 
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1
, Connon for th~_ Sogi_al !3tt:d1es, Cam~i~-al937 _ .u .... ======ttl~~--xtelll0R-1T=P---:W4--~&b--j=e=eM~~e~ · · . ~~1:T'9c~it:I-,~~~-'B:.:::.==ll=====l 
Contribut'ion of Research to the Teaching of the Social 
'Studies, .21?.• cit., - - -
citizens rather than teaching principles of good government, ano 
social aims, tb.e phraseology of which indicates that they must 
be utilitarian. Although the importance of objectives is recog-
'e nized, research shows that there is no relation between them and 
what takes place in the classroom,. The important problem indi-
cated by this review is to translate objectives into classroom 
• 
'p;r.ooed.Ure. 
136 
2) Organization O·f Content .Qf the Social Studies.-- There 
is considerable lack of agreement as to definition of terms. 
The same idea is expressed, in research, by correlation, integ-
ration, fue~on, synthesis, concentration, or unification. The 
general idea, however, seems to be to find a point of contact 
between different traditional school subjects. Until 1931 only 
six fusion courses were authorized among forty-eight state de-
partments o:f education. Since that date, integrated courses have 
appeared in sufficient number to be recognized as a definite 
trend, especially in the social studies field where it is becom-
ing a more common practice. Correlation is concentrated largely 
in elementary. and junior high schools; and the practice seems to 
be most prevalent in California and Texas. The common form of 
correlation in 1937 seemed to be uniting separate subjects into 
a social studies course without regard to subject matter. This 
is the basis of the core curriculum. According to this review, 
the values achieved by correlation in attaining objectives is 
due mostly to progressive teaching practices, which may be used 
in any .form of organization. 
141 
136. Arthur Dondineau and Stanley Dimond, noorrelation Involving 
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3) Organization£! Learning Experiences and Teaching Technigueb.--
The research material dealing with methods, which was reviewed 
137 
in the Eighth Yearbook, was particUlarly extensive, but only 
e the following trends could be indicated from these studies: a 
wides:pead interest itl such devices as large unit procedures, 
laboratory procedures and individual work, and varying degrees 
of socialization in place of the more formal recitation tech-
niques. The general trend in 1937 seemed to be in the direction 
of greater opportunity for pupil initiative and activity, and 
evidences that the newer procedures were stimulating and more 
popular than the old. The studies bear out the conclusion that 
there is no one best method, but there should be a synthesis of 
good methods which_ should vary with individual needs of the 
pupil and the situation. One noticeable diffieul ty at this time 
in achieving stated objectives was that teachers thought too 
much in terms of devioes a.nd. not enough. in terms of the basic 
philosophy and objectives of the new methode. The problem-
solving method was dealt with considerably in the research, but 
no definite conclusions were reached because of the nature of 
the experiments. A general conclusion from the review of his-
tories of method is that there was still a lag of practice 
behind theory, a.nd the dominance of textbook and question• answer 
recitation methods had been noted for at least a century. 
In 1929 a study was made to determine desirable practices 
137. Burr w. Phillips, nrnvestigations in the Field of Method," 
Eighth Yearbook, NCSS., -.2!2• ID•, 
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in the teaching of the social studies. The conclusion drawn 
from this study resulted in a description of a good social 
139 
.studies teacher: 
"A good teacher of the social studies motivates her 
work~ She asks many thought questions and employe a good 
t~~~1qne in the process. She conducts class discussions 
in a· conversational manner, makes frequent use of pupils' 
experiences; .attends carefully to pupil responses. She 
possess-es a wealth of commentary expressions and employs 
some system of appraisal otner than teacher appraisal. 
She socializes class discussions; makes frequent use of 
illustrative materials; and provides definite directions 
for study. She follows a topical organization and assign-
ment of subject matter. She requires notebooks and outside 
reading; has a well established procedure for examinations 
and good discipline. She is pleasant, smiles appreciativel 
and laughs with the class from time to time. She is en-
thusiastic, patient, and possesses a good sense of humor." 
140 
A conclusion drawn from a study in 1936 substantiates 
the idea beb.ind the organization of this paper: 
uFurthermore, ·change to newer methods as they are 
generally conceived usually involves more than a change 
in method itself. With the new methods are associated 
more carefully formulated objectives, more vital and in-
teresting content, greater use of aids to learning, 
greater attention to concept development and other matters. 
The use of newer methods ordinarily reflects a considered 
change in the point of view of teachers. So, if the 
philosophy .and elements of newer methods were injected 
into traditional methods, many good results would follow 
also.n 
The status· of social studies methodology in 1940 is given 
141 
in the conclusions of a comparative study of curricUla~ 
Textbooks and souree materials had been improving constantly. 
The field of methods for the soeial studies had become fairly 
well organized. Most schools of education were advocating that 
138. A. S~ Barr, Characteristic Differences in the Teaching 
Performance o:r Good and Poor Teachers of the Social Studies 
Public SchoolPUbiTshing Co., Bloomington1 Ill., 1929. 
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139. Ibid •. P• ll5. 
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141. Jamex A. Michener, ed., ~ Futur~ .Q! the Social Studies, 
National Council for the Social Studies, Washington, 193$~ 
teaehers break their work down into manageable segments and that 
they teach these segments according to well-defined procedures .. 
Activity was assuming its proper place in method, and the prin-
W eiples of democratic classroom practice had been fairly well 
agreed upon, even though aetu~l performance continued to lag 
behind knowledge o~ what to do. The core curriculum w~s gainine 
recognition and the social studies was being absorbed into,the 
core. There was a trend toward a twelve-grade sequence of care ... 
( 
'-l 
fully integrated experiences leading to a clearly understood 
goal. The chief problems of the social studies were still in 
the implementa~ion of the obje~tivee. 
Review ·o:f Current Research.-- Some representative studies 
.....-
are here summarized; til,ken. from the literature of the period 
1940 through 1953. 
1) ~O.rga.n1Z.at.!Qn .Q! Content.-- A survey of organizational 
trends in social studies content was made by Bruner and others 
142 
in 1941. The investig~tion covered a period of five years and 
data was t{\ken from social , studies courses of study. This 
investigation found eight types of social studies organization: 
1. Separate Subj eet Matter Organization. The overwhelming 
majority of the 5,029 courses fall into this category. 
2.. Correlation between and among different social studies 
areas~ An increasing number of courses are attempting 
to bring about a correlation of geography, history, 
civics, and the like. 
3. Correlation with other Subject Matter Areas. About 
thirty.:..f'1ve communities employ this type of correlation. 
Such correlation. may be realized by teacher cooperation 
but more often by ~se of larger units. Some schools 
144 
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have utilized the theme idea as a method of unifying the 
entire program for the school and have effectively 
employed the guided experience approach. 
4. Modern Problems Organization. · This overlaps tb.e other 
types and is spreading so rapidly· that it may become 
outstanding among the more progressive types. 
5· Broad Fields Organiza.tione Although. comparatively few 
schools are using this, it is gaining in several 
sections of the country. 
6. Core Ourrioulum Organization.. Much of the core is dra.wr: 
from the social studies. 
7. Guided Experience Organization. Courses of study based 
on this contain a wide range of suggested experiences 
or aoti v1 ties. 
8. Pup~-1 Experience Organization. This overlaps the preee~ ... 
ing :type but is based on the .premise that the child 
alone should decide what the experiences should be. No 
courses of study are prepared for this type. 
Bruner's conclusions as to the trends in· organiza:tion of the 
143 
social studies are: The most significant trend lies in the 
attempt to find new patterns for materials and experiences, but 
the content remains more or lese the same. There is an increas-
ing amount of attention given to organization for better teach-
ing and more functional learning.. The attempt to make the livitl~ 
of pupils more functional through organization around themes, 
processes, centers of interest, and problems, rather than 
subject matter, represents a definite and desirable trend. In-
creasing evidence that pupils are participating more than ever 
before in planning and organizing experiences, indicates greatex 
emphasis on the actual needs and interests of the learner. 
Teaching and learning materials appear in the form of study 
guides, source materials, aids to learning, units of instruetioi~ 
143. Ibid., p •. 205 
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which indicates a trend toward flexibility and adjustment to 
individual needs. 
Two very recent studies were made on the organization of 
content with specific reference to continuity and sequence. One 
investigated eight social studies-curriculum guides from grades 
one through twelve and followea.up with classroom observations 
144 
in four. It was found that the teachers were tyring sincerely 
to carry out the organizational elements set forth in the gUides 
but the guides themselve~ were lacking in really useful organi-
zational principles of structure. This finding reverses the 
opinion that the lag in education rests in the practice of the 
classroom teacher. 
145 
A survey of social studies literature for the year 1952 
shows no startling departure from the points of view expressed 
in recent years. A subjeet sequence continues to be the pre-
dominant form of organization although there is widespread 
interest in the core curriculum. There are some indications 
that the problems of continuity and sequence. will receive more 
attention ·111 ·the future than in the past. 
A survey conducted under the auspices of the Minnesota 
. ··.· 1~: 
Council for the Social···Stndies, of social. studies courses 
offered in American l>Ublic schools during 1944-1945 by means of 
questionnaires directed to state and ei ty educational a.uthori tie~. 
144. Ole .SanGi, ~naontinuity and Sequence ~n Social S-tudies Ourri-
eUlums,tt Journal of Educational Research, 44:561-573, 
April, 1951. . · 
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145. William B. Fink and.Millicent Haines, "Social S~ud1es in th~ 
Curriculum, 11 Social Education, XVI: 314-314, November 1952. 
146« ~~:~~~~Meredith, "secondary School SooiS;tc::Studies in 1945, ========i===~~~~··~~~~~·~·~.~-~~~on, 9~~~~ Deeem~~~.~~============~======~ 
·was made to determine the content of the social studies. There 
is a great diversity of offerings, especially in the last two 
years of high school. However, there are marked central tenden-
1.47 
• cies: :Nihth Grade: Civics and Geography; Tenth Grade: World 
History; Eleventh Grade: u.s. History; Twelfth Grade: Modern 
Problems and Problems in Democracy. The great variety of offer-
ings is due to the felt need for fuller treatment of particular 
topics. Very few ·courses have been dropped withinthe la.st :five 
years, a. fact which substantiates the criticism that additions 
are made to the social studies curriculum continually and that 
eompa.ra.t:ive deletions are -not mad,e. More important than course 
changes is the revision o:f course materials within the existing 
framework. The data indicates that snior high school social 
studies courses are more flexible in content than those in the 
junior ~igh schools. Th·e general conclusions of this study in-
dicate a middle of the road view. The trend appears to be that 
of adapting the standard courses already offered. The practice 
of introducing some new units and dropping out some old unit, 
but keeping a basic minimum· content in the standard course seems 
to be gaining popUlarity. The resUlting social studies program 
is far from a.dect.Uate, but there are indications of change al-
though not rapid enough to keep up with theory. 
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The Educational Policies Commission made a survey in 1940 
of courses of study taking up all phases o:f the eebool, with 
emphasis en classroom methodology. Reports o:f' specific practice; 
147. I·bid., P • 347 
148. Edu.oa.t1onal Policies Commission, Learning .lli Ways of ~ 
e.ra..QY .... Jla:tJ..o..nal_Edu.o.atiQn As.sQC.i_atiQn, Washin~ton.-D-:0. 1..9"40 
are made which shew some promise o~ e~feetiveness in achieving 
democratic goals of education. Some general conclusions from 
this survey are: good education is compounded of a.ction and 
thought; the course of study helps to provide the basis for 
citizenship, and is in e~fect a schedUle of the areas of human 
affairs within which students are to have educative experience; 
the course of' study charts a channel through which the living 
149 
stream -of the curricUlum flows. 
2) Organization of Learning Experiences .m.g. Teaching 
Teohn.igues.-- A study of eight Detroit schools and what they di i 
about the improvement of citizenship instruction is the basis 
150 
for a book by a group of educators. This study gives many 
valuable suggestions for identifying problems and improving 
techniques for committee work, planning visits, using community 
sources, eoeiodra.ma,. and adapting work to individual differences 
. 151 
A study was made by Richard E. Gross in 1952 of teaching 
techniques in the high schools of California within the frame-
work of U. S. History. The study was made because of the con-
tinuing controversy over teaehing this subject and the lack of 
knowledge about u. s. history. A similar study was made by the 
U. S. Office of Education in 1947, with whieh Gross makes eom-
parisons. Gross found that eubj ect matter was -organized under 
152 
six major headings: 
149. Ibid., p .. 43. 
150. Arnold R .. Meier and others, A Curriculum 12.£ Qitizenship: 
A Total School A~proaeh to Citizenship Education, Wayne 
University Press, Detroit, 1952. 
151. Richard E,. Grose, ·1'What • s Wrong w1 th American History, tt 
Social Education, XVI:l57-161, April 1952. 
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Chronological for first semester; topical for 
second semester 
Straight chronological 
Topical 
Problems 
Part of core 
Projects and miscellaneous forms 
153 
the U. S. Office of Education in 1947 found: 
Chronological approach 
Combined chron. and top. 
Topical 
Core or other integration 
25.4% 
61.7 
12.8 
7 
42% 
21 
16 
11 
6 
4 
A comparison between the two sets of figures reflects a trend 
to rather traditional subject-matter coverage o:f historical 
events. Textbooks remain the heart of most u. S. History course~. 
They influence course organization and. determine the number and 
k1nds of units teachers follow:_ in _their-instructional program. 
Although 89.% of the teachers claim to instruct their classes via 
the unit methodt practices in the classroom and the large number 
of units many teachers cover in a year reveal the lack of under-
f!!tanding of the true unitary concept. The term "unit" has re-
placed n chapter" in their minds .. 
Gross graphically intei-:Prets the :frequency o:f use o:f di:f-
1 154 
ferent t eohniqu.es as :follows: 
Technique 
Group Discussion 
Supervised Study 
Audio-Visual Aids 
Library Research 
Individual Topics or Reports 
Map Work 
Reei tat ions 
IndividUalized assignment 
Notebooks 
Teacher-made gufde sheets 
Lecture· 
153. Ibi_d. 
154. Ibid., 160. 
--------~----~------~-----------
Used 
Frequentl-y 
75% 
64 
55 
44 
40 
48 
64 
37 
41 
61 
25 
Used 
Ocoasional!z 
22% 
30 
37 
47 
50 
40 
22 
47 
26 
25 
38 
149 
Technique 
Source Readings 
Teacher-Pupil Planning 
Group Projects 
Resource Speakers 
Excursions 
8ociod.ra.mas 
Workbooks 
VI:I'I;;U. 
Frequently 
1~% 
10 
17 
1 
1 
3 
4 
VOQU. 
Occasionalll 
47% 
52 
41 
18 
16 
12 
8 
Although group discussion has become a major technique and such 
valuable means as teacher-pupil planning, individualized assign-
ments, library research are used. to a large extent, it should be 
' noted that the question. and answer recitation remains high on, 
the list for many teachers. Gross analyzes the situation and 
c.on~ludes that the following is a list of what is wrong with 
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method in teaching u. S. History: 
1. Lack of time .for individual assignments and attention. 
2. Lack of integration-with courses offered at same grade 
level. 
3. Stifling of interest in history by cataloguing names and 
dates. 
4. Teaching of facts as a pr1me end in themselves. 
5. Failure to select materials and experiences which are 
important and fUnctional ·-ana .thereby interesting to the 
student. 
6. Teachers are dis~nterested and ill prepared. 
1. Breaking continuity and effectiveness of program by 
making history the tt catbh-a.ll11 for special units. 
Gross recommends as a. step toward the extension of the common 
learnings idea a slow and consistent widening of broad fields 
courses within tradit-ional subject matter patterns. 
Several studies were made to· determine the efficacy of the 
156 
.core curriculum. Brameld, in 1945, described an experiment at 
~ Floodwood, Minnesota., where a. project was carried on in the 
~55. Ibid., p. 161. 
b. 56. Theodore B. Brameld, Design .!2£ America, Hinds, Hayden, anc 
Eldredge, Inc., N e Y ., 1945. 
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-community high seh.ool involving fifty-one students and four 
teachers. It was a core type of curriculum with a block of time 
devoted to the project, transcending subject matter, consisting 
of two hours a day, five days a week. The plan of the experim.en~ 
was to give pupils an opportunity to build by cooperative think-
ing and exploration a blueprint of our fUture society. The 
planned procedure was (1) · moti va.tion a.nd orientation, (2) ~xa­
mination of six areas for major changes desirable for, improve-
ment ( eeonomi~ politics, art, science, education, human rela-
tionsaareas), (3) summary--· agreements, disagreements, and 
recommendations. The reason for the experiment was that pre-
vailing practice in the·teaching of social studies does not 
particularly encourage imaginative construction in the young. 
'.rhe methods or teaching varied considerably. One or both 
instructors (English and social studies) were almost constantly 
present together. There were Visitations into the communitr and 
panel discussions. The most typical technique involved d1. vi ding 
the class in groupe of five to eight who would work together on 
a specific phase ~d·report back to the class. Instructors 
15 
would move from group to group during study period helping all. 
158 
The ehie:f objectives of the meth0d. were: 
.1. 
2~ 
3. 
4. 
To bring about acquaintance with current, lively, eigni ... 
ficant material having to do with the changing world~ 
To break down departmental lines· between courses and to 
substitute functional areas of knowledge, experience, 
and issues. 
To develop skill in handling controversial quest!one. 
To learn how to participate aetively 1n planning 
through teacher-pupil cooperation. 
157 ~ Ibid., p. 8 
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5. To stimulate critical thinking and to break down pre-
judices. 
6. To secure community participation and interest. 
7. To encourage wide use of audio-visual aids as supple-
mentary material 
8. To utilize the future as a criterion by wh~ch to select 
past and present knowledge as vital and significant. 
9. To bring about development of attitudes consistent with 
democracy. 
10. To evaluate results by e:ffective qualitative and quanti-
tative testing. 
Tb.e general organization was unitary and the method problem-
snl ving. The conclusions drawn from this project were that the 
general plan and procedure are sound and should be tried not 
only in similar schools, but also in much larger and more urban 
high schools. Since 1945 this experiment has been put into 
practice all over the country and is now considered as permane.nt 
on the scene or social studies education. 
159 
Harap visited and observed all the grades in various 
schools using the core curriculum. He observed a tenth grade 
consolidated rural school where there was a good physical 
laboratory and the work was conducted in a self-governing manner 
under pupil leadership; the unit of work and goals were chosen 
160 
by pupils. Iri the eleventh grade he observed. an example of a 
coordination of history and English, not strictly a core. In 
the twelfth grade he found the development of the unit had no 
fixed pattern but was guided primarily by four s~ages of develop 
ment: . (1) a.n expl.ora.tory period which was devoted to the exami-
nation of areas of. study; (2) the selection of a. unit of work 
using several criteria; (3) a developmental. stage in which goals 
159. Henry Ha.rap, ~al Living in the Curriculum; George Peabod 
College for Teachers, Nashville, Tenn., 1952 • 
..Lou.. ·J. OJ. a:.-, p." ·J..J..:?. 
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were ehoeen~ an outline was made~ research was carried on, and 
discussions were held; and (4) culminating activities in which 
the problem came to a close with a series of individual reports 
and a final evaluation. 
Harap's conclusions are generally favorable, but he pointe 
up a number of weaknesses• His observations indicate that it is 
difficult to integrate some areas with the core and that teacher 
pupil planning is more written about than practiced. 
A 1951 study of the core pragram of Washington State junior 
161 
high schools surveyed. t.he curricular patterns existing in 
ninety-four schools: forty-six schools reported a trend toward 
a core program, four reported a trend away from it, and four a 
move in neither direction; thirty-nine pr.incipals were definitel 
favorable toward the trend. The conclusions drawn from this 
survey are: (1) A majority ot the junior high school administra-
tors in the State of Washington are actively promoting a change 
' from separate subject matter departmentalization to core unite 
covering large blocks of time, but the progress of this goes 
only as far as teachers grasp the significance and are willing 
to experiment. {2) It is necessary for the teacher to understand 
the basic skills and cencepts of oore-eentere.d teaching: they 
must understand adoleseente and be able to work with them~ they 
must know techniques of guidance and homeroom leadership, and 
they must have a balanced background of general education and 
and ability to teacher in several fields. (3) The major obstacle 
61. 
1 Lew1:e W. Burnett, "Core .Programs in Washimgton State Junior High 
Schools," School Review, February 1951, 97-100. 
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to progress are sel:f-sat1sfied teachers, principals, and college 
professors. 
The-Eigh~-Year Study.~~ This study arose from the esta-
41t bl1shment in 1930 of a.Commission on the Relation of School and 
162 
College by the Progressive Education Association. This com-
mittee issued a statement. setting forth some of the areas which 
needed improvement in our secondary schools. From these :findingJ 
developed the Eight-Year Study, commenced in 1933, which was a 
cooperative plan of thirty high schools to develop their own 
ideas and decide for themselves what changes should be_ made in 
curriculum, organization, and procedure. Although each school 
developed its own program,- certain theories behind. their work 
became evident in all the schools, which theories became their 
163 
major guiding principles: . 
1. The general life of the school and methods of teaching 
should conform to the science of psychology. Based on 
this, it was believed that the school should become a 
place in which young people work together at tasks which 
are clearly related to their purposes. The school 
should be a living social organism of whieh each student 
is a vital part. The classroom should become a place of 
cooperative activity to serve the needs of pupil and 
society. 
2. The curricUlum should deal with the present concerns of 
young people as well as with the knowledge, skills, 
understandings, and appreciations which constitute our 
cultural heritage. 
3. There should be greater unity and continuity in the 
curriculum. 
4. Pupil guidance is essential. 
5 .. Evaluation is essential. 
154 
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Bros., N. Y ~, 1942. 
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6. Many differe-nt avenues of study and experience provide 
ways for young people to. develop the skill, understand-
ing, and intellectual maturity necessary for satisfactol r, 
achievement at the college level. 
From these major principles and fUrther experimentation came 
the classification of objectives of education under ten major 
164 
categories: 
1. The development of effective methods of' thinking 
2. The cultivation of usefUl work habits and study skills 
3. The inculcation of social attitudes 
4. The acquisition of a wide range of significants interests 
5. The development of increased appreciation of aesthetic 
experiences 
6. The development of social sensitivity 
7. The development of better personal-social adjustment 
8. The acquisition. of important information 
9. The development of physical health 
10. The development of a consistent philosophy of life. 
The general purpose of the Eight-~ear Study, then, was to prove 
that democratic and 1ndi vi dualistic educational procedUres ba.sec 
on personality and a respect for the dignity of the individual 
should lead to the development of a well-adjusted competent and 
responsible citizenry. The general program of the thirty schools 
eent ered around the dropping of the tradi tiona.l subj eet•matt.er 
approach for student interest areas for study together with 
opportunity for practical participation in the democratic pro-
cess. Some praetiees were built around cores such as u Social 
Living, u some were correlated, and some were of the "experienceu 
165 ·-
type. 
The conclusions of the study bore out the general prinaiple~ 
principles upon which it was based. In general, the results of' 
155 
164. ~uillen and Hanna, ~· cit., p. 54. 
165. Kenneth v. Lottich, Democracy Begins in Progressive High 
School Classrooms,•~ The Social Studies, XLII:l62•166,Apr.l9i2,51. 
the study show a necessity for scientific measures in the for-
warding of the present stage of-transition of the American 
secondary school. The direction seems to be fairly well appre-
hended, and there remains only to see whether the final destina-
166 
tion will be reached by proper planning or by trial and error. 
The Stanford Social Education Investigation.-- It was in 
respon~e to a felt need for in-service education that the Stan-
--
ford Sqcial Education Investigation was organized in 1939 under 
a grant from the General EdUcation Board. Some of the purposes 
of the Investigation were: (l) to contribute to the in-service 
development of teachers; (2) to assist in local prog~ams of 
curriculum development; (3) to encourage experimentation in 
167 
social studies ins-truction. The general purpose was to attempt 
to strengthen American democracy by discovering ways to guide 
youth more adequately in the development of the characteristics 
of behavior essential to that end. 
The personnel of the Investigation consisted of a total of 
112 classroom teachers and thirty-one administrators, supervi-
sors, and coordinators from eighteen secondary schools in ten 
school sys~ems in the western part of the United States. The 
teachers were, in large part, from the social-studies field. 
The Investigation continued from 1939 to 1943 under the direc-
tion of the staff at Stanford University. 
The thinking of this Investigation was in terms of the 
teacher, of the pupils, and of relationships between pupils and 
t eaehers. It sought to pr<?,vide . a. c~ vic . education program for 
166. Ibid., pp. 165-166. 
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the participating teacher which would promote growth in eleven 
selected characteristics or behavior. These characteristics 
were based on our culture, the nature of' the individual, the 
e interaction between the culture and individual, the desired 
values arising from this interaction, and the needs of.the in-
dividual arising from a combination of' the cultul"e, individual, 
and desired values. Specific conclusions of' the Investigation , 
cover all phases of the entire educative process with which 
methodology is concerned. 
1) Objectives~-- In classifying their social studies ob-
jectives, the teachers in the Investigation decided to organize 
them around the basic understandings, values, and skills needed 
for e:f"f'ecti ve participation in a democratic society. Al.though 
this pattern varied among the participating schools, in general 
168 
the objectives were classified somewhat as follows: 
1. Understandings -- knowiedge, generalizations, and 
concepts 
2. Values 
a) Social attitudes 
b) Appreciations 
e) Interests 
d) Social and personal adjustment 
Skills 
a) Work habits and basic social skills 
b) Critical thinking 
e) Creativeness 
These three aspects of behavior was interrelated with the genera 
objective of education, which was to develop citizens who (1) 
understand our changing society; (2) possess a sound framework 
of values and ideals which indicate what ought to be, set goals 
157 
for the individual, and give direction to his actions; and (3) 
have the necessary competence -- skills and abilities -- to 
participate in group living in such ways as to make changes in 
169 
the direction of the desired values and ideals. 
The conclusions of the Investigation with regard to objec-
ti vee was that they should be clearly defined in operational 
terms and must be translated into classroom practice to serve 
any purpose. 
2) Scope of Oontent .-- The teachers in the Investigation 
concluded at the end ·of their four years of study that "areas of 
human relationship," 11 soeial proeesses," and- tt social .funotions11 
are the most usefUl categories for defining scope of the social 
studies. Likewise, they concluded that textbooks, subject-
matter areas, themes, and purposes are less valuable as deter-
170 
miners of the scope of the curriculum. 
3), Seguen:ee or· Oont~m:t.-_- Although the Investigation 
-. 
accepted the position that there is no one best way for defining 
sequence and that there is no one sequence which is most des1rab e, 
the participating teachers reached the conclusion that it is 
desirable to move away from a fixed sequence toward greater 
flexibility. However, teachers and school systems need the 
security, comprehensi venese, and balanoe whioh come from a pre-
I determined center of interest or overarching theme for eaeh-
171 
grade. 
4) Organization 21 Content.-- The Investigation favors a 
rl09. Ibid., p. 5o 
~10. Ibid., p. 80 
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general education type of: curriculum which provides experiences 
which will enable all young people to participate competently 
in group living within a core, plus experiences in special edUcs~ 
tion which are provided to meet vocational and avocational needs. 
172 
They call this organization soci&I education. 
5) Organization of Learni!!g Expe-riences.-- The Investiga-
tion found that. subj eat matter and learning experiences were 
selected and organized into units according to one of three 
approaches: chronological,- 'topical, or problem-solving.. They 
maintained that all good units should develop generalizations; 
they should be built on significant aspects of the environment 
and culture• and they should be related to the interests, pur-
173 
poses, and needs of the students who study them. 
The specific study of the Stanford Social Education Inves-
tigation dealing with these approaches will be discussed sepa-
rately. The conclusions drawn with regard to the organization 
of learning experiences were that no one approach should be used 
to the exclusion of the other two. The approaches used should 
be dete:rmined by the educational philosophy of the school, the 
objectives which the teacher and students hope to achieve, the 
nature of the content, and the training and competence of the 
174 
teacher. 
6) Techniques .,2!· Teaching: Preplanning.-- With the advent 
of more flexible organization it becomes necessary for the 
teacher to preplan, and the beet way to do this is to prepare 
172. Ibid •. 
173. Quillen and Hanna, ~· oil.., p. 111. 
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resource units, which act as guides in teacher-pupil planning. 
7) Techniques of Teaching: Unit Development.-- The Inves-
tigation gives suggestions for each stage of the unit, and the 
general conclusion is that the teachers of the Investigation do 
not advocate any special pattern of content or procedure. They 
do emphasize the importance of a social studies laboratory, the 
use of community resources, visual and auditory aids, and vari-
176 
ous supplementary materials. 
A summary of the conclusions of the Stanford Social Educa-
tion Investigation can be made by giving a description of the 
177. 
effeat.ive teacher. Such a teacher is one who: 
1. Formulates objectives in terms of pupil behavior and 
growth. 
2. Guides his teaching in the light of the.objectives 
formttl.at.ed. 
3. Is willing to break away from set cours&s of study or 
scope and sequence patterns whenever it appears 
desirable and necessary. 
4. Is aware of the personality needs of adolescents in our 
culture. 
5. Seeks to provide meeting these adolescent personality 
6. 
7. 
needs. . 
Makes use of the prob:l:.ems approach in teaching. 
Permits his pupils to participate in the selection and 
planning of units. 
8 .• Guides the pup1l-teaeher planning process with skill 
and effectiveness. 
9. Guides unit development toward the formulation of con-
clusions based on the process of critical thinking. 
Uses a wide variety o'f materials. 10. 
11. Uses techniques of evaluation effectively. 
178 
!: Studl of Its Comparative Value.--~ Problems Approach: 
During the second workshop of the Stanford Social Education 
Investigation in 1940, plans were made to ce:rry on a.nextended 
175. ll!.§..' p. 196. 
176. Ibid., pp. 196-297. 
177 .LTames Quillen pd E. A. K~g~ 1!The Stanford_~$2Ci!l E~uc!:~~o ~ -Inveat..!~ation 1 E_du_c_at.i.on · ·. e.:thod,---XXJ ~2~- '>Zt lllfarcn 1 ~41 
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and inclusive study of the relative effectiveness of the topical 
chronological, and problem methode. The group which used the 
problem method, as contrasted with the topicaJ. group, (1) made 
e greater progress in critical thinking, (2) acquired more and 
better study skills, (3) learned more about aontemporary.affaire 
(4) acquired a more liberal viewpoint, and {5) became interested 
in more activities. Neither group made measurable progress in 
their liking for the social studi.es. 
The students using the chronological approach made signi-
ficant gains in using research techniques and in the amount of 
information learned in American history. As contrasted with the 
chronological group, the problems group (1) acquired a more 
liberal viewpoint and (2) demonstrated a greater int~rest in 
school activities. The general conclusion was that the findings 
of .the study justify "a more extensive use of the problem 
approach 1n social studies instruction.'' 
6. Courses of Study Dealing With 
The Social Studies 
In making a survey of the courses of study" materials, it 
seemed most advisable to divide them into three major groups 
according to type o:t organization. The materials .fall into 
three large groups, and some miscellaneous, the range within and · 
between these groups going from extreme traditional subject 
matt~r organization to complete integration with the community. 
The groups are: (~) subject matter organization, (2) correlatio , 
and (3) aore or general education organization. Within these 
161 
groups will be discussed the various elements of method that go 
to make up the educative process with which methodology is 
concerned. 
Courses of Study Using Subject Matter Q±ganizatian•--
There are very few examples of the traditional subject-matter 
organization. Most of the courses included here have either 
developed the newer concepts of education within the subject 
itself, or the organization is in a.trans1t1onal period towards 
some s'9rt of correlation. It is interesting to note that in 
some cases Wltere there are examples of both city and state 
courses of study within the same state, the state course of 
study is the more conservative, whereas the city may be an exam-
ple of the most advanced types of organization. There are ten 
state courses of atudy and five city eourses of study in this 
category. Of the ten states, severn are definitely in the 
transitional stage, and the other three either have a city re-
presenting some newer practices or present proposals for improve 
ment in the direction of correlation or newer methods. The 
states in the order of their emphasis upon traditional subject-
matter organization, as gleaned from the information contained 
in the materials, are: Tennessee, North Carolina, Vermont, 
Illinois, Maine, Pennsylvania, Arizona, Delaware, Louisiana, and 
Oregon. None of these courses is published prior to-1948. The 
cities in this category are: Fort Smith, Arkansas; Brookline, 
assaehusetts; Worcester, Massachusetts; Clayton, Missouri; and 
Ohio. The city courses of study are all from the early 
940'se Perhaps this is the reason they are placed in this 
162 
category; the 1953 courses of study may be entirely different. 
Unfortunately, the writer was unable to obtain anything more 
reeent for these cities. It may prove interesting to note the 
~ dates in the other groups as a matter of comparison. 
1) Objectives: General, Social Studies, Class, Unit, 
Individual.-- Regardless of organization or implementation, the 
obj actives stated by the subject ... matter courses of study are 
defined in one .of the aecepted ways and deal with aims that are 
179 
pragmatic in ou~look. E.ven Tennessee, which reports some very 
unhappy praotiees, states aims in terms of needs: (1) oompeteno :r 
in the us~ of the fundamentals of learning and. eommuhieation, (2) 
satisfactory relationship with others, adequate health, (3) soun~ 
guides for personal living, (4) civic skills, (5) vocational 
competency; the general aim is citizenship education. However, 
actual practice shows that Uteaehers are lacking in ability to 
recognize and. establish teaching objectives beyond assignment of 
180 
specified number of pages in the textbook.n Fi:fty-one pereent 
of the teachers have no teaching objectives at all, twenty-four 
percent state their objective as teaching pupils how to live and 
work together, and sixteen percent aim at meeting state and 
teaching manual requirements. 
181 
North Carolina, where praetiees are also. sadly in ne.ed cf 
improvement, states a comprehensive democratic aim; in the 
writer's estimation, this is a contradiction in principle~ since 
this aim is co'tlched in terms of segregated schools. 
179. TenJYleS~ee State Department of EdueatiQD., A Study ef 
see s Fregra.m of Public Education, 1945 - - T'ennes-
180. Ibid., p. 19. 
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152 In Pennsylvania, where actual practices show a shift in 
orientation from a subj eat basis of pl~ing to a program orga-
nized in terms of pupil needs in a democratic society, the 
obj ecti vee of the social studie.s are stated in terms of growth: 
teaching for doing. 
183 
Ih Arizona, where tl:le major emphasis at the present time 
i:s. on subj eet matter fields, but tnere· is a trend toward corre-
lation within this structure by integration under units, the 
general objectives are stated as set forth by the Educational 
184 
Policies Commission: self-realization, human relationships, 
economic efficiency, and civic responsibility; the specific ob-
jectives of the social studies are stated in terms of pupil 
outcomes, knowledge or understandings, habits and skills, and 
attitudes, interests, and appreciations. A whole chapter of the 
guide is devoted to a statement of objectives~ 
18.5 
Delaware also is in a transitional stage, where the orga-
nization is mostly departmental, but the trend is toward consoli 
dation of subject matter. Several junior high sehools are using 
the core curriculum. In the meantimet the guide encourages 
ranctional treatment and enrichment of subject matter. Funct~on!, 
purposes and objectives are clearly stated: ttThe school must 
be adaptable, dynamic, geared to the majority of high school 
186 
students .u The stated purpose is to develop the whole 
1S2. Commonwealth of Pennsylvania, Oourse of Stuat ~ Geography 
~ Secondary Schools, Department of Public I~struetion,l952. 
183. Arizona State Department of Public Instruction, Teaching 
Guide ~ Philosophy of Education, 1948. 
184. EdUcational Policies Commission, The Purposes of Education 
lB American Demoerac~~ National Education Association, 
w stAn 1'1 O'T. ,1r · _ '-1-IH 
185. Delaware State Department of Public Instruction, Handbook · 
for Secondary Schools, 1949 
186. T5Id., P• 'I .. 
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1nd1 vidual as a citizen. The obj eati vee are quoted from the 
National Association for Secondary School Principals, Plannins, 
for American Youth, and the goal as stated is toward Life Adjti.st!-
ment EdUcation. As a matter of fact, the entire hshdbook is 
devoted to statements of purpose and proposals for improvement. 
187 
Louisiana looks toward a community school organization; 
-
in the meanwhile a subject matter curriculum is trying 'to pro-
vide an effeoti ve' sequence of learning experiences, integra-tion 
of learning experiences in one subject with other subjects, and. 
correlation of class and community activities. It is realized 
that practice is behind purpose, but goals are constantly being 
kept in mind. The goals as stated are: developing of good 
citizens, schools must have a complete program for complete 
living with dynamic programs using all community resources to 
188 
meet community needs. Stated specific objectives have an 
interesting emphasis on religion and development of tolerance, 
probably because of the nwnber of parish. sehools in existence. 
189 
Oregon's gu.ide supplements actual- courses of study and 
devo:t,es much space to a d.1 soussion of aims and functions.. Appa-
rently Oregon is in the last stages of transition, because it 
was stated that the trad.1.tional pattern will remain for six 
years while certain experimental programs are in prog;roess. A 
.. 
guiding philosophy for the entire twelve-year program is stated -
in such terms: democracy is a good way of life; education is 
187. Louisiana State Department of Education, Sharing in M.! 
Shap1ng1 1949. 
188. ~ •• p. 13. 
189. O~e~on State Dep-artment of Education, A Guide !2_~ Progi'.a.J 
o ._t_Udi__e__s___in_._tb.e s eo_o..ndary_B_ehQ_o_ls_QLor::e'f.on.. 1 u.a.o ~ 
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based on growth processes; education is a continuous process. 
The general objectives are 1n terms of the Educational Policies 
190 . 
Commission. The immediate aims of units and individuals are 
left to the teacher, but must be stated in operational terms of' 
needs, interests, or activities and experiences which make the-
subject meaningful. The social studies objectives are~ terms 
of understandings, attitudes, skills. The .functions of the 
191 
school, as stated, are: 
1. Integrating fUnction of education - major tools are 
necessary f'or all. 
2. Differentiating fUnotion - ind1 vidual differences make 
a difference in methods. 
3. Preparatory !'unction - school provides experiences whiab 
will prepare for future ventures in education. Good 
teaching is the best way to achieve this. 
4. Adjustive or adaptive function - pupil and school adapt 
to each other. 
5• Seleotive fUnction - implies obligation of school to 
offer wide variety of electives and activities to meet 
interests, needs, and capacities of all pupils. 
6. Diagnostic function- evaluation. 
7. Directive fUnction- guidance. 
The city courses of study in this section tend to state 
their objectives in terms of teacher purpose and subject matter 
emphasis. 
2) Methods .5l! Implementatio~.-- Some of the methods enume-
rated in the courses of study in this section are proposals and 
some are actual pra~ices. Tennessee's actual practices fall fa'-
short of the stated objectives. The course offerings are mostly 
history, geography, economics, sociology, and civics, as separat~ 
192 
subjects with very little offering in social studies as sueh. 
190. See p. 164. . 
191. Oregon State.Department of Education, .Q.E• ill•, p .. 11. 
192. Tennessee State Department of ·:Education, .212.• cit., p. 4. 
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The predominant method is textbook memoriter-recitation, and 
classroom goals are focused on promotion from one grade to 
another. The schools fail to do any worthwhile citizenship 
' 
teaching, skills_are developed incidentally through the textbook 
method., and there is very little evidence of pupil-teacher plan-
ning; there is no definite place for the study of current events 
the use of available library facilities is negligible, 56% of 
the teachers report that they make no use of community resources 
and those that do have no· objectives ether than entertainment, 
extra-,class activities also emphasize entertainment, the spe~ifi 
instructional procedures used are appropriate for regimented 
control of the group by the teacher, and learning activities are 
193 
mostly passive. 
In the geography course set up by the Commonwealth of Penn-
sylvania, teaching is based on pupil needs, and unit planning 
and teaching is the device around which this program is organize· 
to meet such needs. The units are based upon the major concerns 
of life and planned according to two types of sequence: logic 
of subject and needs and problems of the learner. Both types ar 
considered necessary. Problems and units for grades seven throuJ;h 
twelve are provided to illustrate various methods of unit develo!-
ment: there are topical units with logical organization, life 
adjustment units in subject areas, and experience units. The 
problems approach is used in the illustrations and recommended 
as a teaching procedure for the teacher. Community resources 
and supplementary materials are recommended, and correlation of 
[193. Tennessee State Department of Education, .21!• eit ., pp. 5-14 
167 
• 
geography with other subjects is attempted. The actual teaching 
procedUre is detailed: setting the stage with problems, 
learning activities and subject matter-- that will assure pupil 
~ reaction, and practice and attainment of the desired behavior 
ehanges, including skills. Classroom must be transformed into 
> 194 
learning l.aborat.ories. 
Arizona's traditional. organization stems from a state law 
which requires adoption of certain textbooks and exerts much 
195 
influence on content and practice. However, provisions have 
been made for supplementary workbooks as one means of providing 
activity materials, and recommendations are made for community 
sources, visual. aids, etc. Many suggestions are made in the 
guide, the general. intent of which .is to correlate and encourage 
the pupil to integrate new experiences with old ones. All 
teaching procedures are described with emphasis on pupil activit • 
The unit teaching plan is detailed in the five steps outlined in 
195 
a previous section. 
Louisiana has incorporated all the newer methods into sub-
ject matter organization: pupil-teacher planning, adaptation of 
materials and procedures to the classroom eituat.ion and indivi-
dual differences, role of the teacher as guide, purposeful 
activities, library sources, and visual aids. "Most of our 
public high schools have reached the decision that a school 
apart from the community cannot be a good school. Schools try 
to use resources of home and community in the development of 
194. Commonwealth of Pennsylvania, o:e. cit., pp. 2-24. 
195. Arizona State Department of Public Instruction, .2.2• cit. 
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the Community School, which emphasizes work on community 
problems -- projects for the improvement of the level of living 
196 
of the people in the community!' 
Oregon, in its transitional stage, provides alternative 
organizations and types of procedures. The social studies have 
a list of state-adopted texts for school years 1949-1955· The 
tenth grade world history units are based on the textbook with 
a chronological approach; or as an alternative there is a two-
year sequeno.e fusing two subjects, world geography and world 
htstory,· this idea to lead ultimately to a fou~year sequence in 
social studies. Two plans are given for this alternate course 
entitled World Ouitares, but they are still based on textbooks, 
two instead of one; however, the texts are organized around 
world frameworks. The emphasis is on the se1en:tif1o method and 
--
Use of supplementary materials. The eleventh grade social 
studies deals with American History- and-Government. with two 
--
plans given using either topical or epochal approach, and making 
allow~ae for a combinatien o:f the two. The twelfth grade coursja 
-
is American Probl.em.s, and. here there is departure from the text 
to emphasis on developing the scientific approach to problem-
solving. There are alternative fUsion courses given to combine 
197 
grades eleven and twelve. 
The city eourses c:f study usually follow the unitary orga-
nization and state a fUnctional approach, but the method is 
left mostly up to the teacher, provision being made only for 
teacher and pupil outlines of subject matter. Brookline, Ma.ssa-
196. Louisiana State Departme-nt of' Education, on .. eit., p. 42 • 
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ehusetts courses of stud~·for the social studies are in the fora 
of meagre pamphlets for each separate subject, giving mostly 
information to be learned and activities to be accomplished, 
consisting mostly of ma.killl.g charts, maps, and diagrams. The 
198 
pupil has no part in· this plan apparently. 
Courses of Study Using Some Form of Correlation.-- In this 
group are three states and seven cities. These courses of study 
have developed some type of correlation, but have not reached 
the phase of the general education type of curriculum. 
1) Objectives: All the courses of study in this section 
have a democratic aim of education, some stated in terms of 
behavi9r, understandings, eto. The speeif'io objectives -.of the 
different courses and units take up some aspect of the general 
aims. They are, without exception, in keeping with the newer 
concept of objectives. 
2) Organization~ Content.-- Many of these courses are 
concerned with the sequence and scope of the content. The 
199 
South Dakota Senior Social Studies Course is the last year of a 
social studies sequence eo arranged 11 that the student progresses 
from a realization of the worth of the ind.i vidual to an under-
standing and appreciation for the contribution of' others, for 
their problems and for the interdependence of individuals and 
groups.u The eourse is entitled. American Democracy, but is so 
e constructed that it can be separated into half-year courses of 
sociology, economics, and. American government. 
198. 
199. 
Brookline, Massachusetts Board of Education, Social Studies 
Grade~~ M0dern History, 1942. 
South Dakota. Department of Public Instruction, Senior Socia 
Studies, oouree o,:r t>'&UC1..V .£_or l:)OUuo. .ua~toua ~ i:)(}J!1'o=oJ,.e, .l.::i;.,. • 
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New Jersey's Guide for~ Teaching of~. History, a 
two-year course, makes no specific reference to organization, bu 
the fact that this is a two-year course implies some sort of 
~~ correlation. Unit organization is discussed according to two 
approaohes: chronological and topical. The suggestion is to 
teach by the chronological method and to review by a topical 
arrangement, so as so develop a sense of continuity and emphasize 
properly the major development a and tendencies in American life. 
The guide is arranged in three different ways: units for the 
chronological arrangement for the entire two-year course; topica 
units for the two-year-course; and suggestions for a combination 
of the two. Each school prepares its own course of study from 
the guide, based on needs, interests, and circumstances of the 
school system, but a combination arrangement is recommended. 
Coreelation is attempted within unit organization with literatur 
and the arts. 
A similar type of organization is used by Cincinnati, Ohio, 
in a course of study for the eleventh grade for American history 
201 
and government. The compromise of using both approaches is the 
esult of an eight-year study arising from a.n issue of the rela-
li ve merits of each approach. The units are organized around 
hemee, the one for this particular course being nThe American 
ay. 11 Another· example of a combination approach is Philadelphia• 
202 I wo-year course for American history and government. The 
~00. New Jersey Department of Education, A Guide .fQ.£ the Teachin 
It .Q.f the History. of~ United States, .!! ~-Year Course, 1948 ~01. Cincinnati Public Schools, American History and Government., 
II A Course of Stu~, Grade n, Cincinnati, Oh:to, 1950. 
~02. Philadelphia Public Schools, American His~or and Government =====JF=====~h4-=l=ad-e=:EpM=apF:erm:s~=v-an-1--a~"h--enrbl!t-r=: = --. • ·- -- · 
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historical approach is based on modern problems couched in terms 
of basic questions for citizens. 
203 
New York City's Guide for the Social Studies is completely 
detailed on. every phase of the educative process. The curriculu~ 
is broad and flexible, adaptable to the needs of individUal 
pupils, schools and communities. The social studies integrate 
history, geography and current- affairs, and emphasize mutual 
relationships, presenting a unified approach to the social 
studies. Sequence is from local community to the world, and the 
scope is indicated by the integration. Each unit places stress 
on current affairs by a special notation at the beginning of 
every unit. 
204 
Ithaca, New York, has a very detailed Curriculum Guide, 
giving a complete statement of aims and methods. The guide sug-
gests ways of adapting social studies learning experiences to 
individual differences. The whole program is very flexible, 
giving only overarching themes for all grades to insure sequence 
and continuity.. The sequence goes from the immediate to the 
more remote. 
3) Methods of Implementation.-- Most of the courses of' 
study are replete with explanations of various methods, sugges-
tions for their use, and vecommendations for the better method 
pattern. Some have definitely set. the type of approach, but 
have left the .unitary development to the teacher. They all 
203. New York City Board of Education, Social_Studies, Grades 1, 
8, and .,2, A Guide :for Teachers, N.Y., N.Y., 1951. 
204. It}+aea Public Schools, Curriculum Guide in Social Studies, 
Grade _2, Ithaca, New York, 1951. 
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make suggestions for supplementary materials, visual aids, com-
205 
munity resources, etc. South Dakota leaves the problem of 
method to the experience and training of the teacher, suggestiD8 
only that some time be devoted to world problems and interna-
206 
tional relations with emphasis on current events. New Jersey 
feels that teachers- should use a variety of methods, making a 
special suggestion for the use of current issues to be used in 
the study of history either chronologically or psychology. 
207 
Phil~delphia uses a problem approach based for sequence on 
seven basic questions. A textbook -- any one from an approved 
list -- is used, together with regular study guides and work-
books which are to be revised according to need. Each unit 
outline has teaching suggestions. In the Cincinnati American 
208 
history and government course, the project method is emphasize~. 
209 
New York City's guide -gives a three-year content outline 
and devotes a chapter to suggested methods. In general, the 
social studies are developed through a study of major problems 
which make large use of historic, geographic and eivio learnings 
as they are needed in the solution of the problems. Learnings 
are interrelated through appropriate activities and experiences. 
The learnings outlined are developed both through. the problem 
method and through other appropriate techniques. The suggested 
methods may be used whether the program is core, integrated, or 
single period. The emphasis is on the classroom as a laboratory 
205. South Dakota Department of Public Instruction, ~· .cit. 
206. New Jersey Department of Education, .212• cit. 
207. Philadelphia Public Sehools, ~. cit. 
208. Cincinnati Publie Schools, .Ql2• ~· 
209. New York City Board of' Education, O.J2.. cit. 
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method depending upon purposes, objectives, materials and needs 
o£ pupils. This guide discusses unit organization, which is 
emphasized but not prescribed.. Unit is de£ined as " .... a series 
o£ related experiences organized around a central problem, theme~ 
210 
topic, or pupil interest • 11 Thus, New York Oity interprets th.e 
unit as a method of organization rather than a technique of 
211 
teaching. The development of the unit is given in ten steps: 
preparation of unit plan, approach to unit (motivation), teacher~ 
pupil planning, organization of committees, research, pooling, 
reporting, evaluation by teacher and pupils in light of objec-
tives, teacher evaluation of skills, subjeet-matter learning, 
attitudes, interest, etc., culmination by some class presenta-
tion or activity, emphasis of subject matter learning and 
acquisition of skills. 'rhe methods discussed. are research and 
discussion techniques, developmental lessons, interviews, ex-
cursions, and dramatizations. Suggested problems are given 
indicating a recommendation for the problem-solving approach. 
212 
Ithaca, New York • s, curriculum guide emphasizes the 
dependence of good method upon clarity of obJectives; thus, all 
implementation is suggestive only. There are two kinds of aids 
given: some very detailed outlines of units, some only sugges-
tions for broad problem development. The obj ect1 vee of each 
unit are suggestive only, to be considered as broad purposes, 
the details to be worked out with the elass; there is no parti-
cular order to the units, the sequence and continuity being 
210. ~., p. 33 
221. Ibid. 
212. Ithaca Public Schools, OJ?.. ei t. 
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worked out in tne same way. Each unit contains suggested 
approaches, an outline of the content, discussion and study 
guide questions, activities using all types of devices and bib-
liographies of every type and description. The general overview 
seems to point t~ a problem-topical approach and problem-sa~ving 
development. 
An interesting illustration of a unit oomes ·from Tulsa,_ 
213 
Oklahoma. The title of the course is General Histo.cy for !!!.! 
Uni~ States .f2E Senior High Schools, the general theme giving 
the scope: u 4 Democratic Nation in a World Setting .. " The six 
units of study are arranged in chronological order with no 
allowances fo~ variation explicitly made. The objectives are in 
aocord with the best stated behavioral obj ecti vee. But the 
pamphlet is actually a pupil workbook, giving listed readings, 
specific review exercises designed to test understandings, to 
denote. aetivitie.s such as mapmaking, charts, etc. There seems t~ 
be no provision for pupil planning. All is done ahead and in 
detail, consisting of specific directionsto the student for his 
activities, and there seems to be no provision for group activi-
ties. It seems to imply the supervised study method, or else is 
used in conjunction with a larger pattern of method. The course 
of study gave no indication as to its use other than indicated. 
Courses of Stud..y Using_ the .QQ.!:! CurricUlum ~- of Organi-
zation and other Advanced Types £! Integrat!2g.-- In this group 
are included courses in general education, core curriculum, 
citizenship education, social education, the experience curri-
~13. ~s~~!~~~~:!~!: iaf~-~~\~IM:!iig~_:., t~~ united statEs 
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culum, li~e-a.djustment education, and the community school. 
Represented here are some of the more advanced practices used 
in the United States. ;Eleven state courses of study and :fifteer 
city courses of study make up this portion of the survey. SincE 
a few of these are included in the Stanford Social Education 
Investigation, detailed analysis of these will be assumed to be 
in accord with the section on the Investigation. This is with 
reference to the courses of study from Salt Lake City, Utah; 
Eugene, Oregon; Denver, Colorado; Long Beach, California; Pasa-
dena, California, and Seattle, Washington. In order not to 
weight this survey in favor of social education, the conclusions 
. o.f the Investigation, as set forth in the previous section will 
cover these courses, except for some interesting detail or two. 
By and large there is a great deal of accord in the element~ 
of method used by all the courses of study in this section; 
therefore, only representative illustrations will be given to• 
lend further substance to ~h~ fact· that the principles of gene-
ral education are actually being put into practice in several 
parts of the country. An interesting observation is that as 
the objectives become more clearly defined, the more suggestive 
become the methods of implementation. 
214 
St. PaUl, Minnesota, published three curriculum resource 
guides for teaching the tenth grade common learnings, eaeh one 
emphasizing a different phase of the objectives. One 1s entitle~ 
.! World Tour. an extension of the ninth grade program. It 
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214. St. Paul, Minnesota, Public Schools, A World Tour, Curri-
culum Resource Guide.~ Teachers .fQ£ Tenth Grade Common 
=========1F===~~·~~al~rn~·~i=n~s~s=;BiP~~mtn~A~~kLY~~~l~L===================================#========== 
· attains continuity through an exploration of the world for the 
;purpose of making an acquaintance with important physical fea-
.1 turee and proper appreciations. Suggestions for implementation 
i 
are concerned with teacher-pupil planning of problems and ques-
tions and group work based on committees, forums, round tables, 
and symposiums. It seems to follow the problem approach and 
problem-solving development. 
The State of Washington presents a course for the ninth 
grade entitled Washington, Its Historl, Government, Industries, 
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~ Resources. This is a local community study and may be 
worked in with other units. The implementation is a major pro-
ject, divided into units of understandings, using textbooks, 
lecture, question and answer, and various other method patterns. 
Citizenship education is the goal of the Connecticut State 
216 
Department of EdUcation. Here again the emphasis is on the 
objectives, with suggested methods of implementation interjected 
in the discussion. The social studies become a part of this 
broad program which encompasses the whole school. The charac-
teristics of this program, as set forth by the State of Connec-
217 
tieut, are~ 
1 ~ The atmosphere of the school .should be democratic. 
2. Indivi-duality of the student should be recognized, and 
principles of growth and development used in setting 
up the program .. 
3· Creative qualities of every person should be encouraged 
and developed. 
4. The program of studies, including activities, should 
recognize interest and needs of youth. This implies 
215. Washington State Department of Education, Washington, lli 
Histery, Government, Industries,~ Resourees, A Course 
~ ~ Ninth Grade, 1946. 
216. Connecticut State Department of Education, ~ Task of 
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a process of diagnosis to identify and discover these 
interests and needs. This also implies teacher-pupil 
planning. 
5. There should be emphasis on processes and skills appro-
priate to democracy. The implicatiQns here are for 
group participation and critical thinking. 
6. Opportunity should be given to make decisions. Projects 
are recommended here. 
7. There should be a tie between school and community. 
218 
The State of Utah advocates a general education program 
:ith an emphasis on work experienoe: nDuring high school~ pupil 
~hould have experience in working on a job for sufficient time 
I . 
I 
o learn essential conditions of effective productive labor. Th 
1 
~ehool should provide this experience in conjunction with the 
I 219 220 
~ommunity.n Virginia also has a general education program 
I 
for all pupils and three fields of specialization. 
I 
I The State of Iowa calls its program a tt cooperative curricu-
1 221 
um." The basic principles of the social studies course are; 
, six-year sequence of continuous study, progressive in nature, 
I ~cope, and difficulty; understandings of international relations 
're stressed; needs.and interests of pupils are of paramount 
I 
i 
'Importance; teach less and teach it well, giving time for stu~en 
etivities and projects. The course of study for grade eleven 
: 
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brief overview, specific obj eetives, content outline, suggested 
teaching procedures, and bibliographies of materia1s. The 
teaching procedures are numbered consecutively and organized 
into three parts coinciding with the development of the unit --
initiatory activities, developmenta1 activities, and culminating 
activities. 
An example of an experience curriculum comes from Superior, 
223 
Wisconsin. This type of curriculum is defined as "a series o:r 
purposeful experiences growing out of pupil interests and moving 
toward an ever more adequate understanding of an intelligent 
224 
participation in the surrounding culture and group li:fe.n 
· The principles underlying the objectives, whieh are quoted from 
i 225 
1 the Educational Policies. Commiss~on, are: pupil purposefUl a.cti-
i 
I 
I 
I 
i 
vity, pupil-teacher planning of experiences, centered in inter-
active process, drects learning process toward ever more intel11 i" 
gent participation in the enviromnent in which the pupil is 
located, brings to the learning situation an integration of 
personality, intelligent interaction with a culture, a better 
understanding o:f fellow pupils, and a capacity and desire for 
continued growth. No experiences are set up in advance, but 
the teacher may predict what will be of major concern to a group 
of pupils during a. given period. This type of organization sets 
1 no procedure, the organization being a.n outgrowth of teacher-
pupil plax:ming of pupil interestse Tb.e content is based on 
223. Superior, Wisconsin, Public Schools, Problems of Democracy 
· (.&! E!}?erience Our:rieUlum),. Social Studies Grade !,g, 1950. 
I 
224. Ibid., p. 3. 
225· See p. 164. 
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major problems of life in a democracy. The program is on an 
experimental basis, and tb.e content of the course of studies is 
taken from the experiences developed by the participating 
\_) teachers with eomments on how the work went. 
G 
7. Summary of SQrvey of Methods Employed 
in Teaching tla& Social Studies 
A general overview of the data compiled in this survey 
indicate the following factors: 
1.. That the objeetives of the social studies are generally 
based upon a philosophy which emphasizes pupil needs in a demo-
cratic society and are, for the most part, clearly defined. 
-
2. That the most general type of content organization is 
a revision of cour~es within existing frameworks to provide for 
the newer concepts of correlation. There is evidence that the 
core curriculum is gaining ground. 
3. That the learning experiences of the social studies are 
organized in units based on various approaches. The cb.ronologi ... 
cal approach is used the most fre~uently, but the problem-solvin. 
approach has been proved the most efficacious. A combination of 
the chronolagical, topical, and problem approaches, depending 
upon the nature of the eontent and the maturity of the pupils, 
is the approach most recommended. 
4. With regard to teaching techniques, the textbook still 
reigns supreme, but various other techniques and devices are 
either supplementing or supplanting the traditional methode 
A combination of methods used in a problem-solv~ng situation is 
the most recommended and is being used successfUlly. 
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~. That there is much_conc~rn with teacher-pupil planning, 
pupil-centered purposeful activities, problem solving as a basiE 
for learning, the role of the teacher as guide and counselor, 
e and the role of the school as a microcosm Of society and integ-
rated with the community, bUt most studies and practices indi-
cate that such concerns still need improvement in their imple-
mentation, although great strides have been made in social 
studies teaching along these lines. 
181. 
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CHAPTER V 
INTERPRETATION, COMPARISON, AND CONCLUSIONS 
1. Interpretation and Comparison 
It is the object of this chapter to summarize the data 
collected in Chapter IV in such a way that an interpretation can 
be made for valid conclusions~ 'fb.is Gbj ecti v.e invol¥es the 
problem of creating from these data a composite picture of the 
present methodology that would take into consideration the many 
aspects presented. It involves weighing the differences and 
deciding upon the central tendencies of each aspect of methode-
logy. 
The writer is in full realization of the limitations in-
herent in thaae data, and of the possibilities of the scientific 
accuracy of making a composite picture from a quant!ative survey 
However interesting it might be, and however worthwhile it might 
prove, the limits and purposes of this paper do not permit a 
pursuit into statistical analysis of the data. The desired con-
clusions are in terms of general influence; therefore, if the 
general outline of the picture can be obtained, it shoUld suffic 
1 
for valid conclusions within the limits set forth in Ch$pter I. 
The quantity of'- the data collected should be enough~to 
constitute a representative sampling of the present situation 
1. Of .. p. 13. 
with res;pect to proposals and practices of social studies metho-
dology. The textbooks surveyed represent, for the most part, 
the proposals of specialists in the field. The articles in 
~ current periodicals give both proposals and accounts of actual 
practices. It must be considered, however, that these practices 
do not necessarily constitute general praGtices; they seem 
rather to indicate experimental or unusual practices. These 
unusual practices are the •• avant garden and do indicate the 
trend, and as such, are of great value in this qualitative inter! 
pretation. The research studies are the most scientific informs. 
tion in this survey and must be considered carefully. The cours1 a 
ot' study are either guides and not binding on practices, or are 
for the most part concerned with the n newer" methods • The 
writer has considered the possibility that the schools using 
these "newer•• methods are more prolific in their writing and 
~ore anxious to explain their ideas than are the others. Thus, 
~he more conservative element, being entrenched in tradition, 
~nd not finding it necessary to defend or publicize its position, 
~ay be greater than can be assumed by the data, but because of 
~heir silence are not noted; or it may be true that their num-
~ers are actually fewer. 
The section in Chapter III, concerned with the pragmatic 
~iew of education, dealt with the various roles of the teacher, 
~he pupil, the school, the aims, the learning process, and from 
~hese, four major principles of pragmatic methodology were set 
2 
rorth. An interpretation of the data collected can be made in 
~· Of. pp. 67-el. 
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this light, so that the quality of the methodology may be deter-
mined; because the quality ~s the chief point of difference 
between a pragmatic methodology and a methodology·based on some 
other philosophy. It will be remembered that the quality of 
methodology is determined by (a) the purpose it seeks to serve; 
(b) the theory of learning upon which it rests, and (c) the 
extent to which it is adapted to the varying needs and abilities 
3 
of members of the instructional group. 
With these thoughts in mind~ the writer will interpret the 
survey data from the standpoint of the four major principles of 
pragmatic methodo~gy~ 
Objectives of the Social Studies.-- The first principle of 
pragmatic methodology is: nThe teacher works constantly towards 
the finest and most inclusive aims of life, depending on pupil 
maturity and development for extension of these aims into every-
- 4 
thing done in or out of school. n According to pragmat~sm, aims 
must be based on pupil needs within a democratic society. Thus, 
the pragmatic aim of education is the building of character of 
the kind demanded by democratic living -- a character that is 
self-directing, sensitive to needs of people and society and to 
obligation to act on these needs, informed intelligent, and 
5 
thoughtful. Thus, knowledge is to be used only for better 
~hink1ng and better acting. This aim ean be realized only by 
~iving the part, so education must aim directly at helping the 
3 • 0 f • - p • 88 • 
4. Of. p .. 81. 
5. Cf. p. 78. 
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growing person to develop and change his behavior in the light 
of the ultimate goal. In other words, the objectives of any 
~ase of education must be based on pupil needs in a democratic 
society, and should be stated in terms of behavior change_ or 
growth. The needs of the pupil are determined by psychology and 
sociology. 
As determined by the survey, the objectives of the social 
studies are by and large clearly defined and based upon changes 
in behavior or growth, by the development of certain attitudes, 
skills, and understandings. There is considerable evidence of 
uniformity in the objectives stated, regardless of the type of 
organization or the teaching methods .employed. The basis of 
these objectives is usually stated as being pupil needs, and the 
ultimate is active democratic citizenship, brought about b.1 
purposeful activity. The specific objectives for units or prob-
lems are related to the t·ask at hand only as a part of a whole, 
the whole being either a year's work, a twelve-year program, or 
life in general. 
Itf.is quite obvious that the obj actives of the social 
studies today are in essence practical evidences of the pragmati~ 
aim of education. The textbooks are in complete accord as to 
objectives of the social studie~. Many courses of study devoted 
space to an explanation of the philosophy upon which the objeo-
e ti ves were based. Without exception, those that did explain, 
·-
expressed a pragmatic philosophy in their concepts of the world 
being a process of change, learning being based on experience, 
and the efficacy of the scientific method of learning. 
185 
II 
Some of ,the data, however, show that, although the impor-
tance of obj actives is"' recognized, .a.nd although ebjeetives at 
the present time are clearly defined in pragmatic terms, in a 
great number of the cases they have not been translated into 
classroom practice within the actual meanings of those objectives. 
An extreme example comes from Tennessee, where, although the 
obj actives of the secial studies are couched in pNper terms in 
the state course of study, 51% of the teachers are reported to 
have no objectives a.t all, and the others are chiefly concerned 
with getting the pupils into the next grade. Even considering 
the classroom teachers who are aware of the objectives and the 
methods of implementation, their misconceptions of obj actives 
and misuse of procedures are more prevalent than is commonly 
realized. 
Organization of Content.-- The second major principle of 
pragmatic methodology is: "The school (is considered) as a 
place of living where teacher and pupils work together for the 
6 
finest quality o:f living.u The implication here is that the 
basis e:f orga.nizati0n is the pragmatic cycle o:f learning a.ndthe 
nature of the pupil, which means that stratified subject-matter 
teaching must change to a complete pregram based on the continu-
ity of child grewth from the beginning to the end of the formal 
schooling period, with the unit of study tra.nscenaing the formal 
subjects •. More than this, the seeond principle envisions a role 
for the school that mirrors society, a place where the teacher 
and pupils plan together. In the school must be concentrated 
6. Of. p. S2. 
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all those allti vi ties which hel:p and teach the child to share in 
the process and the fostering of civilization. 
Bas.ed on the findings of· the survey, In the United States 
today organization of content ranges from subject-matter organi-
zation to complete integration. The textbook survey covers all 
phases and reveals that the general education or core curriculun 
is considered to be the best of the general practices today. 
·There is great emphasis in the literature on various forms of 
correlation. Most of the courses of study are either in a. tran-
sitional stage of correlating various subje~ts into a field or 
are 1n a fUll-swing eore organization. Some have even gone 
further by integrating the whele seb.oel and even the school with 
the community. There are, of course, many traditional subject-
matter organizations, but even those are influenced by the 
principle of integration to make changes within the confines of 
the subject to achieve better the objectives as stated. The cox e 
curriculum is the present outstanding example of Dewey's idea o1 
the 11 inter-connectedness of subjeets.u 
Organization of Learning Experi~nces.-- The third major 
principle of pragmatic methodology is: 11 The teacher patterns hE tr 
methodology according to the principles of interest and purpose-
ful activity •. She starts where the pupils are in interest, but 
guides them so as to build new interests, new knowledge, skills, 
attitudes, etc. She stresses pupil purposing, initiating, 
7 
creativity, and responsibility.n ~his principle is based on 
the pragmatic theory of learning. The basic concepts of f!eedon, 
7. Of. p. 82. 
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flow, variety and newness of the oy'c~e of learning indicate 
that there must be more plasticity in teaching. The unit of 
study will be marked by the complete cycle of experience rather 
• than a class period, or a piece of information. The building of 
such units of study will follow the steps of the cycle of learn-
ing or problem-solving. Thus, the pragmatic methodology advo-
cates a unit of study based on experience (activity) and 
approached from the standpoint of problem-solving with emphasis 
on teacher-pttpil planning and the teacher in the role of guide 
and counselor. 
According to the survey, there is no question that the unit 
is the most frequently used method of organizing learning expe= 
riences in the social studies. The quality of the unit develop-
ment makes it pragmatic or otherwise. The data indicate that 
many so-called units are only substitutes for chapters 1n a 
text, but ·in the eore curriculum and in the other various corre= 
lation-type organizations, there is emphasis on experience units 
rather than subject-matter units. The problem-solving approach 
has received a great deal of attention, and its effectiveness hat 
8 
been proved over the topical and chronological. Considering the 
data collected, and also bearing in mind that what the teacher 
actually does in the classroom may vary from the findings of 
~hie data, it must be concluded that. although·~.no one approach 
~o .unit teaching is used exclusively, the problem-solving approach 
~o teaching the social studies has become common practice in the 
•eeondary schools, especially in the twelfth grade, where a 
S. Of. p. 160. 
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course in American or Contemporary Problems dominates the scene. 
The other two types of approaches are used either separately or 
in combination, especially in the early parts of a course se-
quence where the emphasis is upon acquiring basic tools and 
knowledge to be used in solving problems. The combination 
approach is favored for the teaching of history, according to 
9 
Gross' 1952 study, in which he states that 42% of u. s. History 
teachers use the chronological approach for the first semester 
and the topical approach for the second. ,Although only 11% 
are reported as using the problems approach in teaching U. S. 
History, the problems approach can encompass the other two 
approaches in some aspects of the total unit. Most of the core 
curriculum courses of study, and also many of the others, indi-
cate the use o'f the problems apporach in the ending steps of 
the social studies sequence. 
With regard to other aspects, there is great emphasis on 
teacher-pupil planning, ~t many courses of study are so designe. 
that there could be no room for the pupils' ideas. The core 
program has done much with pupil planning and teacher guiding. 
One extreme example is Superior, Wisconsin, where pupil interest 
patterns li:'t'et>:S.l.ly lead the way, and on which tb.e teacher must 
depend for ~y sort of preplanning of scope, sequence, or oon-
10 
tinuity. 
9. Cf. p. 149. 
10. Of. p. 179. 
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Teaching Techniques.-- The third principle also has im-
plications for the particular methods or techniques used by the 
. teacher in developing a problem-solving unit. As stated in 
~ Chapter III, within the all-encompassing pragmatic methodology 
a number of other methG'ds may be included, some of them at timee 
not appearing at all different. :from .traditional methods, but 
actually their effect being different because of their functional 
11 
context in the unit of study, from the standpoint of the student • 
Creative and constructive projects are employed to a great ex-
tent in the pragmatic methodology, many of them within the 
school, some outside, some of them individually pursued, others 
being common social efforts of the whole class. Discussion has 
an important place, for it constitutes a means by which group 
thinking can go on; it is especially important in the early 
stages of the learning cycle when problems are being identified 
and defined. Facts and subject matter are important only in 
relation to the particular-unit of study. In the search for 
facts to solve problems there is opportunity for excursions, 
12 
laboratory work, library research, etce Thus, according to 
the pragmatic methodology, it can be' said that there is no one 
best method for teaching a problem-solving unit, but rather a 
combination of several method patterns which will best suit the 
particular situation within the unit. 
In the survey, all the major method patterns have been 
discussed with regard to their relative merits, uses., and· 
actual practices. On pages 149 and 150 is a list made by Gross 
11. or. p. 79. 12. cr. PP· 79-ao. 
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of the: most-frequently used techniques. The general opinion 
gleaned from the survey is substantially the same as the prag-
matic idea. of a combination of methods to suit the situation 
·~ being the beet method.. As wa.s stated above, the survey points 
out that it is the way in which the methode are used and not 
the methods themselves that create their quality. 
II 
I 
The major point of interest and basic association with 
pragmatism of the methods surveyed is that they are, for the 
most part, with the exception of the textbook-memoriter method, 
associated with some activity. If the activity is purposeful 
and results in the achievement of pragmatic goals, then any 
method is all right. There are indj,cations throughout the 
survey that supplementary aids are used to a great extent or at 
least recommended. Audio-visual aids and library sources are 
frequently referred·to. In the courses of study, it is univer-
sal practice in all except the most traditional types of progr~s, 
to include in unit outlines suggested problems, projects, sub-
jects for group discussion, miscellaneous activities, reading 
lists, and various types of bibliographies. It is true that 
many of t~e courses are based on the textbook, but the unit 
.. 
developments, as suggested, encompass the various elements of 
pragmatic implementation. The fact that so many courses of 
study are now in the form of resource units 1 study guides, and 
encompass only various suggested methods, shows a trend toward 
pragmatic flexibility and adjust~ent to individual needs. 
~ Democratic Way.-- The last major principle of pragma-
tic method.oloFcr is· really the crux of this particular way of 
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teaching:. "The whole process is run on a democratic basis and 
13 
respect for personality." This implies the concept of indivi-
dual differences~ freedom of thinking and choice in the educa-
tive process and development of a social indivi~ual. 
In this survey~ much is said about democracy with reference 
to the objectives of the social studies; there is much concern 
about individual differences provisions being made for deter-
mining them, arrangements of the content and activities being 
made to allow for them -- and freedom of thinking seems to be 
encouraged by the use of ~eacher-pupil planning and other such 
devices, but it must be admitted that these things are not 
enough. In this principle lies the assumption that in every 
situation in the school life will the child learn about the 
democratic process and thereby learn to understand it and develop 
a character that will enable him to live it. Here is where the 
artistry of the teacher comes in and where pedagogy ceases to be 
a science and becomes an art. Only ·in the careful manip':llation 
of classroom situations to bring out the proper emphases, only 
in the teacher's relations with the pupils as indiVidUals and as 
a group, only with the teacher's understanding of the pupils 
both as individuals and as a social unit and in his application 
of these understandings to his teaching, can the whole educative 
process become democratic in the best sense of the word. This 
survey cannot determine the extent in the true sense of demo-
cracy in the classroom. It has probably been achieved in. many 
classrooms long before the formulation of pragmatism and the 
13. Of. p .. 82. 
192 
r 
• 
J 
application of pragmatism. cannot insure. 1 ts achievement. This 
is the difference between good and bad teachers, and sometimes 
the writer is of the opinion that the character, personality, 
and interest of the teacher has more to do with this than any 
scientific knowledge o5
0
processes.__• --
- ~~L-)~_ 
2. Conclusions ·of.tb.e Study 7 
Before presenting the conclusion~ased upon the foregorng 
study~a very brief summary of the essential features of the 
pragmatic educational philosophy will be given as quoted from 
the Thirty-third Yearbook of the National Society for the Study 
14 
ot: Education: 
"The ideas of central importance in this philosophy 
are: that knowledge originates in 1 active situation 1 or 
problems; that education is preeminently a social process, 
and that. school life and social life must be unified, the 
school itselt: becoming a 'cooperative society'; that this 
facing of problems, considering means, making choices, 
making mistakes, achieving successes, and going on to other 
and more difficUlt problems under the drive of social in-
spiration, rather than of mere authority, is the true path 
to character; and that education thus actively considered 
is in harmony with democratic philosophy -- is in fact the 
normal education of the free man in a society that he and 
hie t:ellows create and recreate. t1 
~n the basis of the writer's analysis of the philosophy ot: 
pragmatism, hie survey of the literature to determine the 
present picture of social studies methodology, and his compari-
son of current social studies methodology with his summary of 
pragmatic methodology, it is concluded that the philosophy of 
/~ pragmatism has had three major influences upon social studies 
methodology.) 
14. School Publishing Co., Bloomington, Illinois, 1939. 
,, 
...s.-. -~~-
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The first major influence;\to be considered is the pragmatic 
emphasis on the active study of problems. This influence is 
noted by more physical activity in the learning process. It has 
stimulated constructive >and creative enterprises so that the 
modernfiocial studie;ffclassroom is more like a workshop than a 
. ·' 
!lecture hall.. It has freed methodology from the clutches of the 
traditional textbook method and- passfve accumulation of unasso-
c1ated ~acts. The one word of warning that must be made is that 
V·~ this influen(i}e can lose its significance ·if the activity. is not 
purposeful, meaningful, and leading to appropriate generaliza~. 
tiona. This influence is very evident, the significant features 
may still be in the process of attainment. 
' 
The second major influence~ social studies methodolog~is 
the pragmatic emphasis on the inter-connectedness of various 
school subjects. This emphasis has resulted in the various 
. crt s-\.t.l>-t·e ch. · · ,_,. 
~-of correlationl[iscussed in the foregoing study.) It might 
"-=> 
~ . be said~at even the subject-matter organization with its ap-
' plication of certain pragmatic principles shows this influence, 
because Dewey .. did not speeify that there must be a complete 
integration of school subjects in order to achieve the pragmat~c 
objectives of education. Dewey speaks very definitely on this 
15 
phase of his educational philosophy: 
"I recur now to the main theme of which this particula~ 
problem supplies one instance. It is :fair for an objector 
to ask what is the substitute, the alternative of organiza-
tion of courses on the basis of adherence to traditional 
division and classification of knowledge. The reply which 
goes rurthestto the left is round in reference to the so-
.. 
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called 'project~' 'problem•' or 'situation' method ••• I 
shall indicate later that I do not believe that this is 
the only alternative ••• I have referred, as already indi-
cated, to the 'project method' because of these-traits, 
which seem to me proper and indispensable aims to all study 
by whatever name it be called, not because this method 
seems to be the only alternative to that usually followed. 
I do not urge it as the sole way out of educational con-
fUsion ••• though I think experimentation with it is desir-
able in college and secondary school. But it is possible 
to retain traditional titles and still reorganize the · 
subject matter under them so as to take account of inter-
dependence of knowledge and connection of knowledge with 
use and cppli cat ion. 11 -
This e~resees the view of those many s~hool systems who are 
retaining the traditional names of the subjects, but are teach-
ing them in such a way that the interdependencies among them are 
prominent in the thinking of the pupils. 
The third major influence of pragmatismt;n social studies 
methodologifha~ come from the pragmatic process of learning. 
/This point of view, in essence problem-solving, has brought 
about some very important changes in the teaching of the social 
studies. The organization of courses ·into units headed by a 
central problem, the emphae~s on critical thinking rather than 
recalling, the emphasis on present, meaningful problems, the 
emphasis on pupil purposing, all th.ese and many more are in-
fluenees of the pragmatic learning process. There are evidences 
of this principle being carried to such a point or being eo 
.... ' 
distorted that the influence has been somewhat detrimental. The 
~mphasis upon problems arising from the interest of the pupils 
V has in some cases gone to such extremes that the result has been 
loss of sequence and continuity and absolute lack of planning on 
the part of the teacher. The analysis of. pragmatism{~n the 
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foregoing studyZshows that Dewey did not believe in carriculum , -
improvisation1 but definitely believed in a consecutive and 
continuously developing program with a clear conception of ends 
• and aims. The influence of problem sol v1ng is manifest parti-
cularlf in the twelfth-grade social studies courses usually 
devoted to either American Problems or Contemporary Problems. 
In general,_ the philosophy of pragmatism has shown its 
greatest influence in such programs as the core currioulu~life­
adjustment education, and the community school. It is in the 
process of' educative progress that pragmatism has shown its 
influen;~-t ... OnJ.y in the strongh~lds of traditional presentations 
of subject matter. is it evident that pragmatism has shown little 
I .t,'' 
- influence. ··. -s, .. !_'7 t· 
~ t"!:.-.._,. 
/ ~ 
1_ Insofar as the data of this study go, taking into considera-
tion both the proposals and the actual practices, then, it can 
be said that much of the richness of content and vitality of 
presentation of' the teaching of the social studies today is due 
to the influence of pragmatism. The three major influences 
stated above have tended to bring life and significance into the 
field of the social studies, and if the extremes of distortion 
and misinterpretaion are el1m1nated, it can be said that the 
philosophy of pragmatism has been a very significant factor in 
!the progress of social studies methodology. J 
1._ 
/ 
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APPENDIX. I 
. LIST OF TEXTBOOKS SURVEYED 
Bining, Organizing ~ Social Studies ln the Secondary Schools 
B1n1ng and B1n1ng, ~_!aching the Social Studies in ~ Secondary 
. Schools 
Bramend, Design for America 
Bruner, Wb.at. ~ Schools ..!:!:! Teaching 
Dawson, Teaching the Social Studies 
Douglass, Education for ~ Adjustment 
Educational Policies Commission, Learning ~ Ways of Democracy 
Faunce and Bossing, Developing the Core Curriculum 
Frederick, Citizenship Education through ~ Social Studies 
Harap, Social Living _!B the CurricUlum 
Hemming, ~ Teaching ~ Social Studies in Secondary Schools 
Hopkins, Interaction: The Democratic Process 
Horn, Methods .Q! Instruction in the Social Sciences 
Leonard and EUrich, An Evaluation .Q! Modern Education, 
Meier, A CurricUlum 1&r Citizenship 
Merriam, Civic Education in the United States 
Michener, The Future of the Social Studies 
Moffat, Social Studies Instruction, Organization, Teaching, ~ 
Supervision . 
Morrison, ~ Practice £! Teach+Bg in the Secondary Schools 
Quillen and Hanna, Education for Social Competence 
Samford and Cottle, Social. Studies in the Secondary Sohools 
Stormzand and Lewis, ~ Methods .!!! the Social Studies 
Wesley, Teaching !!!! Social Sth-die·s in High School 
Wynne, General Education ,!B Theory ~ Practice 
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APPENDIX II 
LIST OF CURRENT PERIODICALS SURVEYED 
Civic Leader 
Clearing House 
Educational Leadership 
Educational Method 
Harvard Educational Review 
High School Journal 
Instructor 
Journal o:f Edueational Research 
Journal o:f Educational Sociology 
National Municipal Review 
Phi Delta Kappan 
Progressive Education 
Seb.ool Review 
Social Education 
The Social Studies 
Teachers College Record 
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APPENDIX III 
LIST OF COURSES OF STUDY SURVEYED 
~rzon~ State Department of Public Instruction, Teaching Guide 
and Philoso:eh:v .2! Education, 1948. 
Oonnectic'Ut. S-tate Department of Education, The Task of Citizen-
shiP Education, 1951. 
bonnectiout State Department of Education, Techniques Useful in 
~1tizenship Education, 1952. 
Delaware State Departmen:t of Public Instruction, Handbook .f2.!: 
~econda~ Schools, 1949. 
rlorida State Department of Education, Life Adjustment Education, 
;t949. 
~llinois State Department o:f Education, Principal Findings of ~ 
~947-48 Basic Studies .2! the Illinois Secondary Schools Curr1cu-
~ Program, 1951 .. 
~ndiana State Department of Public ~nstruotion, A Pre-Election 
~nit ~ Citizenship, Mandated by the General Assembly, 1952. 
~owa State Department of Education, The Development of American 
bivilization, Grade 11; Contemporary Problems, Grade 12. 
lansas State Department of Public Instruction, An Evaluation .£! 
Sitizensb.ip Education in the High. School, ~. . 
~:.~oulsiana State Department of Education, 8-ha.ring in ~ Shaping, 
1949. 
~aine State Department of Education, ~ 1!Q!! .Q! !h§ Social 
li:>tudies, 1951. · 
Maine Department of EdUcation, High School Manual ~ II, Brief 
S:vllabi 12!: Agriculture, !!,-1, English, ~ Social Studies, 1938 .. 
Maryland. State Department of Education, Maryland 1 s Education 
Pro~ram., June 1952. 
fa:cyland State Department of Education, Problems of Democracy, 15~9. 
~ontana State Department of Public Instruction, Your Schools 
l'oda:v, 1950. - -"-
~evada Curriculum Development Program, ~ Nevada Through Words, 
Jniversity of Nevada, 1951. 
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New Jersey Department of Education, A Guide for the Teaching of 
~ History of the United States, ..! Two-Year Course, 1948. 
New York State Bureau of Curriculum Development, Division of 
Secondary Education, State Department of Education, American 
History and World Bl!-ckgrounds, An Experimental Outline of ..!!... 
1!!2=.~ Social Studies Program for the Senior ~ School, 194-f • 
North Carolina State Education Commission, Education in North 
Carolina, 1949. 
Oregon State Department of Education, }: Guide to ~ Program .Q£ 
Studies in the Secondary Schools ~ Oregon, 1949. 
Department of Public Instruction, Commonwealth of Pennsylvania, 
Course of Study in Geography 12£ Secondary Schools, 1952. 
South' Dakota. Department of' Public Instruct.ion, Course Outline 
1:21: World Geography, 1946 .. 
South Dakota-Department of Public Instruction, Senior Social 
Studies, .Course of Stud.y for South Dakota .ID:gg Schools, 11 Ameri-
can Democracy," 1947.. - - . 
Tennessee State Department of Education, A Study of Tennessee's 
Program of Public Education, 1948. 
Utah State Department of Public Instruction, Tentative Statement~ 
of Aims, Purposes and Procedures of Education in ~ Public 
Schools .2.f ~~ 1947. 
Virginia, Commonwealth of, State Board of Education, A Compre-
hensive Program of Education for Virginia Public Schools, 1947. 
Washington State Department of Education,_ Washington, Its 
History, Government, 11Industries and Resources, A Course for the 
H!n1a Grade, 1946. 
West Virginia State Department of Education, Teacher's Guide for 
!ill! Studz .2.£ West Virginia, 1951. 
Boston, Massachusetts, Board of Education, Course of Study in 
Economics and Civics, 1943. 
Brookline, Massachusetts, Public Schools, Social Studies, Grade 
!!1 Modern History, 1942. 
Canton, Ohio, Public Schools, History ~ Grades 1 and 8, A 
Course of Study, 1942. 
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Chicago, Illinois, Board of Education, Social Studies, Grades 1 
M!.9: 8, 1941. 
Cincinnati, Ohio, Public Schools, American His.tory and Governmen , A Course £f Study, Grade 11, ~0. 
Clayton, Missouri, Public Schools, Social Studies for Grades 
K~, 1941. 
Cleveland, Ohio, Public Schools, Summary Outline .Q.! ~ Social 
Studies~ Grades, June 1950; Problems: Social and Economic; 
12th Grade, May 1951; 
Denver, Colorado, Public Schools, !lanning ~ Developing ~ 141! 
Experience Qn.U., 1948. 
Eugene, Oregon,- Public Schools, A Course .Q! stu.9J: .!Q!: Social 
LiViES ~ Language·-Arts, 1946. 
Fort Smith, Arkansae. Pu'Qli·c Schools, Grades I-XII, 1942 •. 
Fort Worth, Texas, Public Schools, ~ Renaissance, A Unit 1£r 
Grade ~.. 1941. - -
Gainesville, Florida, Housing, A~ 12I Grade VIII, 1941. 
Ithaca, New York, Public Schools, Curriculum Guide lB Social 
Studies~ 19th Grade, 1951.. . 
Long Beach, -California, Public Sqhools, The School Environment, 
~ Resource Unit for lOth Grade Social Studies-English Classes, 
1945. ---
Miln~, New York, Society ~ Action, Combined_Sooial Studies 
Course, 1936. 
-
New York City Board of Education, Social Studies, Grades 1 .. 8, 
~ ,2, A guide for Teachers, 1951. --
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rris, Tennessee, Public Schools, Crime, A ~ for Grade ,g, 
19 • . 
Pasadena, California, Department of Education, Social Problems, 
~ Course .2:t' Study, Grade 12, 1940. 
Philadelphia, Pennsylvania, Public Schools, American History ~ 
Government, 1946. 
St. PaUl, Minnesota, A World ,!~, Currieulum Resource Guide ~ 
!Teachers for ~ Grade Common Learnings, ·September 1950. 
~alt Lake City, Utah, Board of' Education, Secondary School Pro-
gram .2! Studies,. Field •of ill Social Studies, 1947. -
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Superior, Wisconsin, Public Schools, Problems of Democracy (An 
Experience Curriculum), Social Studies, Grade 1&, 1950. 
Tulsa, Oklahoma, School Department, General History £! ,ill U. S. 
for Senior High Schools, 1946. . 
Vancouver, Washington, Living ls ~ World of Evolving Governments 
and Cultures, A. Guide .12, .! Functional Secondary Social Studies 
OurrioUlum., ·~ Grade ~, 1947. · 
Worcester, Massachusetts, Public Schools, Course ~ Stuay ~ 
.American History and Government, Senior High Schools, lill• 
202 
r 
' 
·C'\ 
• 
BIBLIOGRAPHY 
1. Abbot, F. E., nThe Philosophy of Space and T~me,n North Ameri-
~ Review, XCIX(l864), 64-116. 
2. Ahrens, Maurice ,R., "Priorities in Social Studies Instruction 
in Secondary Schools, 11 Social Education, XVII :62 .. 64, Feb.l953. 
3. Aiken, W. M., Tl1e Story; of the Eight-Year Study, Harper and 
Bros., 1942. 
3. Amiercan Historical Association, Conclusions and Recommenda-
tions of the Commission, Scribner's, N. Y ., 1934. 
4. Anderson, Howard R., Teaching Qf u. s. History; in Public 
Schools, BUlletin #7, Federal Security Agency, Office of 
Education, Washington, D. C. 1949. 
5 • .Anderson, Howard R., ''Trends in Teaching Social Studies,n 
School and Community;, XXXVII:68-70, February 1951. 
6. Atkinson, Ralph N. D., n ShoUld General Education be Retained," 
The Social Studies, XLI: 195-197, May 1950. ~·· 
7. Arneson, Ben A., "Trends in the Teaching of Government, 11 
Social Education, IX:350-355, December 1945. 
8. Badger, William V ., uAspects of Creative Questioning in the 
Social Sciences," The Social Studies, XLIV:l39-142, Apr.l.953. 
9. Banks, Tress a; Farley, Edgar S., and others, "We Tested Some 
Beliefs About the Biographie Method," School Review, LIX: 
157-163, March 1951. 
10 .Barnas, C. C • , ed., The Cont ri but ions .Q! Research to ~ 
Teaching of the Social Studies, Eighth Yearbook, National 
Council for the Social Studies, Cambridge, 1937. 
11. Barr, A. s., Characteristic Differences in the Teaching 
Performance of ~ and PoQr Teachers Qf the Social Studies, 
Public School Publishing Co., Bloomington, Ill., 1929. 
12. 'Beard, Charles A., A Charter . .!2!: the Social Scienees, 
. Scribner's Sons, N. Y., 1932. 
13. Beard, Charles A., The Nature of the Social Sciences, c. 
f -- --Scribner s Sons, N.Y., 1934 • 
14. Bettelheim, Bruno, uThe Social Studies Teacher and the Emo-
tional Needs of Adolescents, 11 School Review, December 1948, 
LVI: 585-92. 
r -
/~ 
••• "-" 
--~--~-
15. Bining, Arthur 0., Organizing the So c'ia.l Studies .!!! ~ 
Seconda~ Schools, Mc-Graw-Hill Book Bo., N.Y.~ ~941. 
16~ Bining~ Arthur d. a.nd Bining, David H., Teaching ·the Social 
Studies !B Secondary Schools, McGraw-Hill Book Inc, N.Y. 1952 
17. Bra.meld, Theodore B., Design f'or .America, Hinds, Hayden and 
Eldredge, Ine., N.Y., 1945. 
18. Briggs, Thomas Ho, Pragmatism and Pedagogy, The Macmillan do., 
N. Y ., 1940. 
19. Brodsky, Charles, r'The Inquiring Reporter, A Technique in 
Teaching Government,,. The Social Studies, XLI:29-31, Jan.1950 
20. Bruba.cher, John S .·rru Conipa.ra.tive Philo~opb.ies of' Education, u 
Philosophies. of Education, Forty-f'irst. Yearbook, National 
.S?ciety f'or t.he Study of Education, 1942 • 
.. 2i'hrubacher, J., ed., Eclecti·c.Pb.ilosophy .Q! Education, PrenticE-
·, Hall, Inc .. , N. Y., 1951. ~- · 
22 ·• Bruba.cher, John S., A History of' -the Problems of .EdUcation, 
McGraw-Hill Book Co., N. Y., 1947. '· ·. 
23: Bruba.cher, John s., Modern Philosophies of Education, McGraw-
Hill Book Co., Inc., 1950 • ?''' · 
-, 
I 
I -' -:;1 
24. 
25. 
26. 
27. 
28. 
29. 
30. 
31. 
Bruner, Herbert B., What Our Schools Are Teaching, Teachers 
College, Columbia. U ., N. Y ., 1941. 
Buracb., Benjamin, ttMethodologica.l Aspec~ts of Problem Solving, 11 
Progressive Education, 30:13~1~1, March 1953. 
Burnett., Lewie W ., ncore Programs in Washington State Junior 
High Schools, School Review, February 1951, 97-100. 
Butler, James Donald~ !'.mg: Philosophies' and Their Pra.otiee in 
Education and Religion, Harper & Bros., N. Y., 1951. ·. · 
Butts, R. F., A Cultural History of Education, McGraw~Hill 
Book dol Inc., 1947. . ; -
Cantor, Nathaniel, uThe Reality-Centered School, 11 Teachers 
College Record, LIII:312-316, March 1952. 
Oarr, Edwin R., "Education for Li:fe Adjustment Through the 
Soeia.l Studies, Education for Life Adjustment, Har1 R • 
Bouglass, ed., The Ronald Press do., N.Y., 1950, pp. 110-134 
Carr, Edwin R., Guide to Reading :for Social Studies Teachers, 
National Council for the Social Studies, Washington, D .0 .,1951. 
) 
~·. 
32. Carr, Edwin R. and Wesley, Edgar B., "The Social Studies,'' 
Eneyelopedia o~ Educational Research, pp. 1213-1237, Walter. 
S. Monroe, ed., Macmillan Co., N. Y ., 1949, rev. ed. 
33. Cheney, Edward P., nLaw in Hietory,n American Historical 
Review, January 1924. 
34.' Childs, John L., If John Dewey and Education," John Dewey: A 
Symposium, Sidney Hook, e.d., The Dial Press, N.Y., 1950, 
PP • 153-163 • 
35. Childs, John· L., Education and the Philosophy o~ Experimental~<­
~~ The Cnetury Co., N. Y., 1931. 
· 36. Cummings, How.ard, "Economic Education in the Secondary School~," 
Journal .Q! EdU:cational Sociology, 23:397•401, September 1949. 
. - . 
I 
37. Curran, Clyde'E., "What is General EdUcation," School Review, 
~:79-84, ~ebruary, 1953. 
38. Dawson, Edgar, Teaching the Social Studies, Macmillan Co., 
N. Y ., 1927. 
39. Dondineau, Arthur and Dimond, Stanley, "Correlation Involving 
the Social Studies, The Contribution o~ Research to the 
Teaching £! the Soeiar-studiee, Eighth Yearbook, National 
Council ~or the Social Studies, 1937, pp. 109-135. 
, 
."" 40. Douglass, Harl R., Education. for Li~e Adjustment, The Ronald 
Press Co., N. Y ., 1950. 
41. Douglass, Harl H. and Mille, Hubert H., Teaching in High 
School, The Ronald Press Co., N.Y., 1948. · 
42. Dewey, John, ~ ~ Experience, Milton Balch & Co., N .Y .,1934 
43. Dwwey, 
1934. 
John, A Common Faith, Yale University Press, New Haven 
44. Dewey, Job.n, Democracy~ Education, Macmillan Co., N .Y .,19H 
45~ Dewey, Job.n, "Development o~·Pragmatism, 11 Twentieth Century 
Philosophy, Runes, D. D., ed., Philosophical Library, N.Y. 
1943. 
46. Dewey, John, ttDoes Reality Poeseess Practical Character?n 
Essays Philosophical and Psychological, Longmans, Green & Co. 
N. Y .• , 1908. · 
47. Dewey, John, Ethios,(with James H. Tufts), Henry Holt & Co., 
New York, 1908. · 
48. Dewey, John, Experience and Nature, The Open Court Publishing 
Co., Chicago, 1925. · 
• 
/ 
---------
., 49 .. Dewey, John, Human Nature and Conduct, Henry Holt & Co .. , 1922 
50.' Dewey, John, Interest and Effort in Education, Houghton-
Mifflin Co., N. Y ., 1913. -
51. Dewey, John, Logic, The Theory of' Inguir;r, Henry Holt & Co., 
N. Y ., 1938. 
52. Dewey, John, My Pedagogic Creed, A. Flanagan Co., Chicago, 191CD. 
53. Dewey, John, nThe Needs for a Recovery of' Philosophy, 11 Essays 
.!!!.ill-Pragmatic Mtitude, Henry Holt & Co., N.Y., 1917. 
54. Dewey, John, The Philosophy of'~ J2ewey, Joseph Ratner, ed. 
Henry Holt & Co.; N. Y ., 1928": 
55. Dewey, John, The Quest for Certainty, Minton Balch & Co., 
New York, 1929. 
56. Dewey, John, Reconstruction in Philosophy, H. Holt & Co., 
N. Y., 1920. 
57. Dewey, John, School and Society, University of Chicago Press, 
1915. '" .. 
I 58. Dewey, .John,_ ttsocial as a Category," .TI1!! Mon~st, 38:161-77. 
59. Eaton, Jack W .. , "Public Opinion is a Social Studies Test Tube " 
Social Education, XVII:215-217, May 1953 •. -
6o. Edman, Irwin, ttDewey and Art, u John Dewex: ! Symposium, 
Sidney Hook,_ ed.; The Dial Frese, N.Y .. , 1950, pp. 47-65. 
61. Educational Policies Commission, Learni!!S the Ways .£.! ~­
erac:v:, National Education Associa~ion, Washington, D.C. 1940. 
62. Faunce, Rol.and C. and Bossing, Nelson L., Developing the 
·Core Curriculum, Prentice-Hall, Ino ., N. Y ., 1951. 
63-. Feiblema.n, James, An Introduction to Peirce's Philosophy, 
Harper & Bros., N. Y., 1947. 
64. Finegold, William and Finkelstein, Milton, 11 U .N .-if'ying the 
Modern History Course, 11 Social Education, XVII:17-19, 
January, 1953. ·-
65. Fink, William B. and Haines, Millicent, nsocial Studies in 
the Curriculum," Social Education, XVI:312-3I4, Nov. 1952. 
66. Finney, Ross H., A Sociological Philosophy .Qf ~ation, 
The Macmillan Co., N. Y., 1928. 
....... 
/~ /-- \ : • I ' : 
67. Frederick, Robert Wendell, Citizensh!Q Education Througg the 
Social Studies, Row, Peterson & Co., N.Y., 1936. 
68. Friess, Horace L., ttsocial Inquiry and Social Doctrine, 11 
John Dewez: A Symposium, Sidney Hook, ed., The Dial Press, 
N. Y ., 1950, pp. 106-117 • 
69. Gall, Morris, "Teaching American History Through Novels, 11 
Social Education, XVII:l56-158, April 1953. 
70. Gathany, J. Madison, uTeaohing Pupils to Think for Themselves u 
The Social Studies, 42:78-83, February 1951. 
71. Giles, H. H., "Social Change and Schools for Democracy, t~ 
Journal of Educational Sociology, 23:329-336, September 1949. 
72. Good, Carter v., ed., Dictionary of Education, McGraw-Hill 
Book Co.,_ N. Y ., 1945. 
73. Gordon, Kate, Hpragmatism in Aesthetics," Essazs Philosophi-
cla a.:nd Psychologi.cal, Longmans, Green & Co., N.Y., 1908. 
74. Griffin, Willis and Allen, Felix, "Citizenship Education,n 
Phi Delta Kappan, XX.XIII:l65-167, December 1951. 
75. Gross, Richard E., nwhat' s Wrong With American History,n 
-Social Education, XVI;l57-161, April 1952. 
76. Hanson, Raus M·., ttstudy of Geography Strengthens Citizenship," 
The Social Studies, 42:27-29, January 1951. 
77. Harap, Henry, Social Living .!!.; !ill! Curriculum, George Peabody 
College for Teachers, Nashville, Tenn., 1952. 
78. Hartung, Maurice L., "Thoughts on Critical Thinking," School 
Review, 56: 315-319, June 1948. . 
79. Hatch, Roy W ., "Old Wine in New Bottles,'' Social Education, 
XVII:l50-152, April 1953. 
80. Hemming, James, The Teaching of ·social Studies in Secondarz 
Schools, Longmans, Green, N.Y., 1949 •. ~ 
81. Bollia L. Caswell, ed., ~ American High School, Eighth 
Yearbook, John. Dewey Society, Harper & Bros., N. Y., 1946. 
82. Hook, Sidney, "The Desirable and Emotive in Dewey's Ethics,n 
John Dewez, A SYl;l!posium, The Dial Press, N.Y., 1950, pp .. 194-
216. 
83. Hook, Sidney, ~ Metaphysics .Qf Pragmatism, The Open Court 
Publishing Co., Chicago, 1927. 
/~ 
''~; 
. I 
84. Hopkins, L. T., Interaction: The Democratic Process, D. C. 
Heath & Co., Boston, 1941. 
85. Horn, Ernest, Methods of Instruction in the Social Sciences, 
Chas. Scribner's Sons,-y937. -----
86 .• Hume, David, A Treatise of Human Nature ( ed. by A. L. Selby-
Bigge), Oxford, Clarendon Press, 1896. 
87. James, (William, Pragmatism, Longmans Green & Co., N.Y., 1948. 
88. James, William, Selected Papers .2.n Philosophy, E. P·. Dutton 
& Co., N. ·Y., 1935. 
I 
89. Jewett, Robert E.,. uA Study of the Constitution--An Approach· 
to Civic Education, n The Social Studies, XLI:l23-125, Mar 195C. 
90. Jones, o. Garfield, "Is Civic Education a Fraud, u National 
Municipal Review, XL1:234-237, May 1952. 
91 .. Kennedy, Gail, ed., Pragmatism and American Culture, D. c. 
Heath & Co., N. Y., 1950. - ' 
92. Keohane, Robert E., 11 Educating for Civic Leadership, n The 
Social Studies, ~II:99•104, March 1951 
93. Kilpatrick, · W. H., "Dewey's Philosophy of' Education, n Educa-
tional Forum, 17:143-54, January 1953. 
94.·Kilpatrick, W. H., -Foundations of Method, Macmillan Co., 
N.Y., 1925. 
95. Kilpatrick, W. H., Philosphy of.Education, Macmillan Co., 
N. Y., 1951. . . 
96. Kilpatrick, w. H., "The Project Method," Teachers College 
Record, XXII:282-5, January 1935. 
97. Kilpatrick, W. H .. , nThe Philosophy of EdUcation form the 
Experimentalist Ogtlook," -Philosophies of'Educat1on, Forty-
first Yearbook, National Society for the Study of Education, 
1942, pp .. 39-86. 
98. Kronenberg, Henry H., Programs and Units in the Social Studies, 
National Council for the Social Studies, Washington, 1941. 
99• Leonard, J .. P. and Eurich, A. E., eds·., An Evaluation of 
Modern Education, Appleton-Century-Crofts, N.Y., 1942. 
100~ Locke, John, Some ThoUghts Concerning Education, The Macmill~ 
Co.,·N. Y., 1904. 
101. Lottick, Kenneth v., "Democracy Begins in Progressive High 
School Classrooms," The Social Studies, XLII:l62-166, Dec. 
1951. 
102. Manson, B J., Tb.e Development of tb.e Modern Problems Course 
in tb.e American High. School, Teachers College, Columbia u., 
N.Y., 1950· 
103. Ma.tlon, John 0., nDeveloping the Awareness o:f Citizenship,n 
~ Social Studies, XLII:61-64, February 1952. 
104. May.er, Frederick, A History of Ancient and. Medieval Pb.ilo-
sopb:y~· American Book Co., San Francisco, 1950. 
105. Meier, Arnold R., and others, A Curriculum .!Q.r Citizenship, 
Wayne University Press, Detroit, 1952. 
106. Meredith, Dorothy, 11 Second.ary School Social Studies in 1945,n 
Social Education, 9:345-49, December 1945. 
107. Merriam, Charles E., Civic Education in the U. S ., Cb.as. 
' ' _....__ Scri bi?.er s Sons, N. Y., 1934. 
108. Michener, James A., Tb.e Future o:f tb.e Social Studies, Nation• 
al Council for tb.e Social Studies, Washington, 1939. 
109. Michener, James .. A. and Long, Harold M., "The Unit in the 
Social Studies, Harvard Graduate School of Education, Camb-
ridge, 1940 • 
.. 
110. Moffat, Maurice P., Social Studies Instruction, Organization, 
Teaching ·and Supervision, Prentice-Hall, N. Y ., 1950 .... '1 .. · 
111. Monroe, Walter s., ed., Encyclopedia of Educational Research., 
Macmillan Co., N. Y., 1950. · 
~12. Montague, Wm. Pepperell, Great Visions Q! Philosophy, Open 
Court Publishing Co., LaSalle, Ill., 1950. · 
113. Moore, Clyde B., Citizenship through. Education, American 
Book Co., N. Y., 1929. 
114. Morrison, H. C., _ru Practice 2.!' Teaching in ,ill Secondary 
Schools, Uni~. of Chicago Press, 1926. 
115. Muelder, Walter G. and Sears, Laurence, Tb.e Development of 
American Philosophy, Hougb.ton-~if:flin, Co., N. Y ., 1940. 
~16. National Education Association, Educational Policies Com-
mission, The Purposes of Education in .American Democracy, 
The Commission, Washington, D. c., 1938. 
fL17. Ohles, John F•l 11 The Curse of the Textbook,"· The Social 
Studies, XLIV:64-66, February, 1953. -
• 
. '
:r---"' I·· \ 
'w' 
118. Parkhurst, Helen, Education Qn ~ Dalton~~ E. P .. Dutton 
& Co., N. Y., 1922 • 
119. Farrington, V. L., The Beginnings of Critical Realism in 
America, Harcourt, Brae e, & . Co ., ,. N. Y • , 1930. 
120. Patrick, M. M., The Greek SceRtics, Columbia Univ. Press., 
N. Y ., 1929. 
121. Peirce, Charles, Studies in the Philosophy ~ Charles Sander 
Peirce, Wiener, P. P.~ and Young F. H., eds., Harvard Univ .. 
Press, 1952. 
122 • Perry, R. .B., In the Spirit ..Q! William James, The Ylae Uni v. 
Press, New Haven, Conn, 1938. 
123. Perry~ R. B., Present Philosophical Tendencies, Longmans, 
Green & Co • , N. Y • , 1912 • · 
124. Perry, R., B., -~ Thought and Character of William James, 
Vol. II., Little Brown & Co., Boston, 1935. 
125. Phillips, Burr W ., uinvestigations in the Field of Methods, 11 
The Contribution of Research to the Teaching of' lli: Social 
Stu~es,Eighth Yearbook, NCSS, 1937, pp. 44-74. 
126. Pratt, James B., What is Pragmatism?, The Macmillan Co., 
N. Y., 1909. 
127. Quillen, Isaac James, and Hanna, Lavone A., Education for 
Social Competence, Scott, Foresman & Co., N.Y., 1948. 
128. Quillen, I.' J.. and E'rug, E. A., n The Stanford Social Educa ... 
tion Investigation, tt Educational Method, XX: 323-327, March 
1941. ' . 
129. Reisner, Edward H., nPhilosophy and. Science in the Western 
World.," Philosophies of' Education, Forty-first Yearbook, 
National Society for the Study of Education, 1942. 
130. Riley, Woodbridge, .American ~qought, Henry Holt & Co., N.Y. 
1923. . 
131. Rush, Robert R., The Phil·oeophica.l. Bases .2f Education, 
Houghton-Mifflin Co., N.Y., 1929. 
132. Runes, D. Davi·d, Twentieth Century Philosophy, Philosophical 
Library, N. Y ., 1943. 
133. Samford, Clarence D. and Cottle, Eugene, Social. Studies in 
Secondary Schools, McGraw-Hill Book Co., Inc., N.Y., 1952. 
rt34. Sand, Ole, 11 Continuity and Sequence in Social Studies Curri-
culums, 11 Journal of Education Research, 44:561-73, Apr. 1951 
(~ •.. 
. --..: I 
r.-:. . ·-." ' / 
/ 
I· 
·-
135. Sohilpp, Paul Arthur, ed., Philosophy£! Jobn~y, 
Tudor, N. Y ., 1951. 
136. Schneider, Herbert w., A Histo9t6of American Philosophy, 
Columbia Univ. Press, N.Y., 19 • 
,137. Schnittkind, Henry Tb.onias, Living Biographies .Q! Great 
Philosoph.yers, Garden City Publishing Co., Inc., N.Y., 1941 
138. Slavin, Simon, ttEducation, Learning and Group Work, 11 Jounanl 
of Educational Sociology, 24:132-143, September 1950. 
~39. Stanford Social Education Investigation, A Statement of 
Principles £n Issues Important ~ Social Education, Stanford 
Univ. Press, 1942. 
140. Stiles, Lindley J ., uinstructional Methods in the Life Ad-
justment Program, Education ~ Life Adjustment, Harl R. 
Douglass, ed., Ronald Press, N.Y., 1950, pp. 383-414. 
fl.41. Stormzand, M. J ., and Lewis, R. H., New Methods in the Socia 
Studies, Farrar and Rinehart, Inc., N. Y ., 1935. 
~42. Tsanoff, Radoslav A., ~Great Philosophers, Harper & Bros. 
N. Y., 1953. 
~43. Tyler, Ralph W ., !'Trends in Teaching, tt School Review, LIX: 
263-272, May 1951. 
~44./ulioh, .Robert, History of Educational Thought, American Book 
.: Co • , N. Y • , 1945. . 
,: 
I • ~45. Wahlquist, John Thomas, ~ Philosophy; of American Education 
! Ronald Press Co., N. Y ., 1942. 
! 
~46. Wesley, Edgar B., Teaching Social Studies in~ Sehool, 
D. C. Heath & Co., Boston, 1950. 
1 47. White, Morton G., The Origins of Dewey's Instrumentalism, 
Columbia Univ. Press, N.Y., 1943. 
Willis, Earl T., "Core Curriculum and Teacher Preparation in 
the Social Sciences," Social Education, XVII:71~3, Feb.l953. 
Wirth, Fremont P ., 11 0bj eeti ves for the Social Studies, n 
Contributions of Research to the Teaching £f the Social 
Studies, Eighth Yearbook, Ness, 1937, pp. 21-43 • 
:so. Wolff, Max, "Community Organization: Education for Demooracy,n 
Journal of Educational Sociology, 23:141-148, October 1949. 
' 
r51. Wrightstone, J. W .,Appraisal .Q.f Experimental Hig~ School 
Practices, Teachers College, Columbia Univ., 193 • 
l / ......... d .... __ 
-. . :_? 
